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Abstract 
The ability of a police officer to elicit case-relevant information from a witness, victim or suspect of 
a crime is a fundamental component of policing capability. The police officer must be able to elicit 
accurate, complete and timely information from the individual in a manner that is effective, efficient 
and legally compliant. The officer must also be able to adapt their elicitation techniques to suit the 
circumstances of the encounter – whether it is a roadside field interview with a witness to a vehicle 
accident or a formal investigative interview of a homicide suspect. The interpersonal and 
communication skills required to effectively undertake the elicitation task, I propose, comprise both 
‘hard’ procedural and ‘soft’ cognitive components. Neither hard nor soft interviewing skills are 
typically innate and the police officer must be formally trained in their uses. Once acquired in the 
training environment, the skills must then be transferred effectively and applied regularly in a 
workplace setting. At each junction in the acquisition-transfer-application pathway a variety of 
factors will either enable or inhibit the journey and, ultimately, impact on the effectiveness of the 
investigative interview that is conducted in the workplace. Using the Queensland Police Service 
(QPS) as a case study, my research expands upon existing knowledge associated with the skill 
acquisition-transfer-application pathway. The research also addresses research gaps associated with 
training delivery and workplace utilisation of both hard and soft investigative interviewing skills. 
My findings suggest that there is an imbalance of emphasis on hard skills in investigative 
interviewing training with soft skills relegated to a cursory status. My findings also indicate that 
QPS Level 1 (Foundation) investigative interviewing training is not satisfying the skill demands of 
the most common interviewing scenarios for uniformed officers – the Field Interview. My findings 
suggest that the acquisition-transfer-application pathway for QPS Level 2 (Complex Investigations) 
is, with some adjustments, more likely to lead to effective investigative interviews. My research has 
implications for both the design and delivery of investigative interviewing training and the future 
development and management of this key component of policing capability.  
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Chapter 1: Introduction and Problem 
The investigative task is the core aspect of policing today and what emerges from that 
core task is the key element of the ability to interview. (Evans & Webb, 1993, p.37) 
1.1 Introduction  
Researchers and policing practitioners argue that effective communication skills are one of the 
hallmarks of a high quality police officer (Birzer & Tannehill, 2001; Evans & Webb, 1993; 
Goldstein, 1990; Powell, Fisher & Wright, 2005; Rand, 1975). Whether dealing with a matter on 
the street or formally investigating the circumstances of a crime in a station setting, the manner and 
skills employed by the police officer invariably influence the outcome of the engagement (Inbau, 
Reid, Buckley, & Jayne, 2001; Shepherd, 1988). Regardless of setting, the goal when dealing with a 
witness, victim or suspect should be sourcing information that is accurate, complete, timely and 
case-relevant in a manner that is effective, efficient and legally compliant (Milne & Bull, 1999; 
Powell et al., 2005; Shepherd, 1988; Williamson, 2006). Evidence-based research in the realms of 
interpersonal communication and information elicitation techniques indicates that there is a direct 
correlation between interviewer behaviours and both the quantity and quality of case-relevant 
information gained (Sternberg, Lamb, Davies & Westcott, 2001; St-Yves, 2012; Vallano & Compo, 
2011; Walsh & Bull, 2012). In short, well-honed communication skills coupled with rapport-based 
communicative engagement with the interview subject are likely to produce better results, which, in 
turn, further investigative outcomes (Milne & Bull, 1999; Powell et al., 2005; Powell, Wright & 
Clark, 2009). But neither street encounters nor station-based investigations occur in an emotive 
vacuum – the officer may be required to concurrently calm emotions, defuse situations and elicit 
information from someone who is intent on downplaying their knowledge of events or involvement 
in a situation (Inbau et al., 2001). The professionalism, integrity and empathy displayed by the 
officer, inevitably, will be used as a yardstick for measuring police legitimacy and will directly 
impact on the level of cooperation received (Shepherd, 1988). In this complex and demanding 
setting there are inherent dangers associated with poor interpersonal and communication practices, 
particularly in an interviewing context, as noted by Hill & Moston (2011): 
Police interviewing malpractice cannot only convict the innocent but also potentially 
set the guilty free or significantly hinder the evidence against a person of interest by 
ruling any evidence collected during a custodial interview inadmissible…Poorly 
conducted interviews may result in false denials, court acquittals and, in rare cases, 
false confessions resulting in miscarriages of justice. (p. 73) 
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Milne & Bull (1999) broaden the importance of effective police interviewing beyond the 
individuals involved to include societal implications:  
Society cannot afford investigative interviewing to be poor. This affects people’s 
perceptions of the criminal justice system. The guilty get away, the innocent are 
convicted, justice for children and vulnerable adults is inadequate. Poor interviewing 
is of no value to anyone; it is a waste of time, resources and money. No one wins. (p. 
191) 
Whether considered from the perspective of the interviewer, the interviewee or the society served 
by the investigative processes used in the performance of law enforcement duties, the officer’s 
communication skills are a central enabler of effective policing. 
Obtaining information from another person through direct questioning is not, on the surface, an 
overly complex task. Eliciting information to contextualise situational awareness routinely occurs as 
a function of daily interactions. However, as Powell, Fisher and Wright (2005) identified, the 
elicitation of reliable and detailed information in a policing context is a unique and complex 
undertaking that is directly and indirectly affected by a wide range of interrelated factors, including 
(1) interviewee factors (the physical, mental and emotional state of the interviewee at the time of 
the incident and interview), (2) interview factors (the interview setting and the purpose of the 
interview), and (3) interviewer factors (experience, training, attitude, ability). When the subject of 
the questioning is reticent to divulge certain information, or the accuracy and reliability of the 
answer provided is of paramount importance, the task further increases in complexity (Powell et al., 
2005). As complexity increases, the questioner relies more on the synchronisation of particular 
cognitive, communication and inter-personal skills for success (Powell et al., 2005). Such skills 
include, but are not limited to, critical thinking, rapport building, active listening and well-honed 
questioning techniques (Bull & Cherryman, 1995; Griffiths et al., 2011; Kebbell & Wagstaff, 1999; 
Milne & Bull, 1999; Powell et al., 2005; Risan et al., 2016; Westera, Kebbell, Milne, & Green, 
2016; Williamson, 1993). Officers also require highly developed emotional intelligence in order to 
empathise with the subject of the interview, navigate cultural differences and, often, negotiate the 
barriers to communication raised by an uncooperative interviewee (Bull, 2014; Clarke, Milne, & 
Bull, 2011; Griffiths et al., 2011; Powell et al., 2005, Risan et al., 2016). A common and key 
challenge for policing organisations worldwide rests with the fact that these cognitive, 
communication and inter-personal skills do not occur naturally in most adults and therefore must be 
learned by the police officer. As Clarke & Milne (2001, p.114) identified, ‘Interviewing is a core 
skill in policing and must be treated as such by anchoring it firmly within a developmental training 
program across police officers’ careers.’ 
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While the need for such training is generally recognised in policing organisations worldwide, the 
form, duration and sequencing of the training to achieve optimal performance outcomes remains a 
contested and mutable domain. In a utopian training regime, the Skills, Knowledge and Attributes 
(SKA) required by an individual to complete work-related tasks would be structured, sequenced and 
delivered in a format that maximises trainee engagement, thus facilitating higher rates of skill 
acquisition (Gagne, 1962; Knowles, Holton, & Swanson, 2011; Merriam, 1993).  Invariably 
however, policing organisations must confront the training needs battle in a resource constrained 
environment where external, political pressures to have ‘cops on the beat not in the classroom’ 
directly influence training design and delivery (Powell et al., 2005; Vodde, 2012). Communication 
skill development programs also compete internally with other foundation policing skills for space 
and attention. And so, while recognised by the organisation as fundamental to policing capability, 
all too often communication skills are relegated in relative importance and focus to a greater 
emphasis on physical or weapons-based training (Chan, 2001; Chappell & Wilson, 1977; Vodde, 
2012). 
But the challenges associated with equipping police officers with the necessary range of 
interviewing skills do not dissipate at the doors of the training academy at the completion of formal 
instruction and assessment of competency (Powell et al., 2005; Vodde, 2012). In fact, the transfer 
and workplace application of training-acquired skills impose a range of additional challenges for the 
organisation (Milne & Bull, 1999; Powell, 2008). Where the organisational capability development 
goal is to maximise the training effect through positive transfer and regular utilisation of the 
interviewing skills taught, trainee-related, training-related and workplace-related factors either 
inhibit or enable the achievement of the goal (Baldwin & Ford, 1988; Brinkerhoff, 2006; Noe & 
Schmitt, 1986). The dire, and frequently experienced, outcome for the organisation is minimal 
return on training investment wherein the skills of trained personnel quickly degrade once in the 
workplace or simply do not transfer beyond the training environment (Baldwin & Ford, 1988). 
The transition of interviewing related skills from the training environment to the police workplace 
can be considered euphemistically as a ‘journey’. The desired destination is an effective, efficient 
and legally compliant police interview that elicits complete, accurate, timely and case-relevant 
information from a witness, victim or suspect. But the skill acquisition – transfer – application 
journey is invariably characterised by ‘turbulence’ and ‘diversions’ along route that can adversely 
affect either the condition of the skills at journey’s end or negate their transition altogether. 
I have chosen to approach my research into investigative interviewing training with the skill 
acquisition – transfer – application ‘journey’ as a framework for enquiry. Using the Queensland 
Police Service (QPS) as a case study, my thesis explores the factors that influence the acquisition of 
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core skills in the training environment and then examines the inhibitors and enablers to effective 
transfer and workplace application of the training-acquired skills. Using data collected through 
participant observation of QPS Level 1 and Level 2 Investigative Interviewing Courses, my thesis 
firstly explores the traditional, competency-based mode of instruction and assessment used by the 
QPS and identifies a mismatch of focus on procedural skills at the expense of cognitive and 
interpersonal skills. Using data collected through 40 semi-structured interviews with serving 
uniformed and plain-clothes QPS officers, my thesis then examines the transfer – application 
segment of the skills journey and identifies a range of influences on the organisation’s ability to 
convert training inputs into desired capability outputs. My thesis concludes with suggested remedies 
to mitigate the ‘turbulence’ and ‘diversions’ that negatively affect the investigative interviewing 
skills acquisition – transfer – application journey. 
1.2 Investigative Interviewing and the PEACE Model  
A fundamental difference in approach to police questioning continues to present itself worldwide – 
a schism of the ‘Atlantic Divide’. In the US, the term ‘interrogation’ is uniformly applied to the 
application of psychological techniques for eliciting incriminating statements from suspected 
criminals (Inbau et al. 2001; Lassiter, 2004; Meissner, Redlich, Bhatt, & Brandon, 2012). 
Commonly referred to as the Reid Technique, questioning is an accusatory process in which the 
investigator tells the suspect that there is no doubt as to his or her guilt in the criminal matter and 
then offers the suspect a range of psychological constructs to justify his or her behaviour (Inbau et 
al. 2013). The sole purpose of questioning is to extract a confession from the suspect (Gordon & 
Fleisher, 2010; Inbau et al. 2001). Commenting on police interrogation in the US, Kassin (1997) 
stated: 
For the law enforcement officials, the purpose of interrogation is twofold: to obtain a 
full or partial confession and to elicit information relevant to the 
case….observational studies have shown that the use of physical force has given way 
to more psychologically oriented techniques. (p. 221) 
Despite criticism that the Reid Technique is susceptible to producing false confessions and the 
emergence of confirmation bias when the acquired information is subsequently analysed 
(Gudjonsson, 2003; Lassiter, 2004; Leo, 2008; Meissner et al., 2012; Vrij, 1998), this accusatorial 
method of questioning remains the favoured approach across the spectrum of US law enforcement 
agencies. 
In contrast, the UK has adopted an inquisitorial approach to police ‘interrogations’. Avoiding the 
guilt-presumptive process that characterises the US approach, the preference in UK law 
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enforcement is to gather information and evidence associated with the commission of the crime to 
allow a court of law to determine the concerned party’s guilt or innocence (Gudjonsson, 2003). 
However, UK police use of non-accusatorial elicitation techniques have not been without 
controversy. As identified by Williamson (2006) and Bull (1999a, 2014), it was public outcry over 
miscarriages of justice caused by unlawful or incompetent police interviews that was the catalyst for 
changes to police interviewing methodology and procedural oversight, commencing in the early 
1980s. Miscarriages of justice caused principally by interviewing malpractice – Judith Ward, the 
‘Guildford Four’ and the ‘Birmingham Six’ being the noteworthy examples – precipitated intense 
media, judicial and public scrutiny of police interview practices (Green, 2012). A Royal 
Commission on Criminal Procedures in 1981 led to the introduction of the Police and Criminal 
Evidence Act (PACE) in an attempt to regain the legitimacy that had been so badly eroded during 
the late 1970s (Green, 2012). Under PACE, tape recording of interviews with suspects became 
mandatory with the hope that investigative malpractices such as ‘verballing’ of suspect statements 
and the elicitation of information through coercion would become practices of the past (Green, 
2012). The interviewing process and the officer’s conduct toward the interviewee suddenly became 
transparent and open to external scrutiny (Hill & Moston, 2011). At the same time, there was a 
conscious effort to disassociate police interviewing from the negative connotations associated with 
the term ‘interrogation’ (Bull, 1999b; Gudjonsson, 2003; Milne & Bull, 1999). Other associated 
objectives were to broaden applicability to the questioning of witnesses and victims of crime, to 
reinforce the fundamental purpose of the questioning (to inform the investigation) and to leave 
behind interrogation-inspired connotations of coercion and the threat or application of violence to 
achieve investigative outcomes (Gudjonsson, 2003; Milne & Bull, 1999; Shepherd, 1988). 
The notion of conducting an inquisitorial interview with a victim, witness or suspect of a crime was 
subsequently labelled an ‘investigative interview’, which Green (2012) defined as:  
a structured conversation with a party to a crime with the aim of recording that 
person’s account of events. It is a method of questioning that can be used with 
suspects, witnesses and victims that elicits best-evidence information whilst 
eliminating or avoiding the methods that breach the rules of evidence and render an 
interview inadmissible. (p. 31) 
Following the changes in UK interviewing procedures associated with the introduction of PACE, 
joint research conducted by academics and police practitioners led to the development of the 
PEACE National Package on Investigative Interviewing Training in 1993. As detailed in Figure 1.1, 
PEACE is a mnemonic for a progressive five-step approach to investigative interviewing – P: 
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Planning and preparation; E: Engage and Explain; A: Account, clarification and challenge; C: 
Closure; E: Evaluation. 
 
 
Figure 1.1 PEACE Investigative Interviewing Model 
Source: QPS Investigative Interviewing P.R.O.V.E Manual (2012b p. 6) 
 
Two types of interview technique – the Cognitive Interview for witnesses and victims and 
Conversation Management for suspects – are incorporated into the PEACE framework (Bull, 
1999a; Milne & Bull, 1999). The fundamental difference between the two techniques resides in the 
Account stage, in which witnesses and victims are not challenged on their version of events or the 
information they are providing (Bull, 2014; Clarke et al., 2011).   
Now embedded as the core component of the UK National Investigative Interviewing Strategy 
(NIIS), the PEACE Model is underpinned by the following Principles of Investigative Interviewing: 
(1) The aim of investigative interviewing is to obtain accurate and reliable accounts from victims, 
witnesses or suspects about matters under police investigation. (2) Investigators must act fairly 
when questioning victims, witnesses or suspects. Vulnerable people must be treated with particular 
consideration at all times. (3) Investigative interviewing should be approached with an investigative 
mindset. Accounts obtained from the person who is being interviewed should always be tested 
against what the interviewer already knows or what can reasonably be established. (4) When 
conducting an interview, investigators are free to ask a wide range of questions in order to obtain 
material which may assist an investigation. (5) Investigators should recognise the positive impact of 
an early admission in the context of the criminal justice system. (6) Investigators are not bound to 
accept the first answer given. Questioning is not unfair merely because it is persistent. (7) Even 
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when the right of silence is exercised by a suspect, investigators have a responsibility to put 
questions to them.1 
Beyond the UK, the PEACE Model now stands as the preferred, evidence-based investigative 
interviewing protocol in a host of EU and Commonwealth countries including Australia (Green, 
2012; Hill & Moston, 2011; Moston, 2013). While there is currently no standardised approach to 
investigative interviewing methodology in Australia, variations of the PEACE Model have been 
adopted in both Federal and State policing organisations (Hill & Moston, 2011). 
1.3 Training in Investigative Interviewing 
The question of how best to sequence and structure investigative interviewing training in order to 
appropriately equip both uniformed officers and plain-clothes investigators with the required SKA 
to perform the task has plagued researchers and practitioners from the outset (Clarke & Milne, 
2001; McGurk, Carr & McGurk, 1993; Powell et al., 2005). While previous research associated 
with investigative interviewing training will be addressed in more detail in Chapter 3, an overview 
of the UK designed four-tier model provides contextual understanding of the approach currently in 
use with the QPS. As detailed in Figure 1.2, the four-tier PEACE Training Model originated in the 
UK as a framework to support the rollout of the PEACE National Package on Investigative 
Interviewing Training.  
           
Figure 1.2 The four-tier PEACE Training Model 
 
                                                
1 The Principles of Investigative Interviewing are detailed in the UK National Investigative 
Interviewing Strategy 2009 produced by the National Policing Improvement Agency (NPIA) on 
behalf of the Association of Chief Police Officers (ACPO). These same Principles have been 
adopted by the QPS as an operating mandate and are detailed in the QPS Investigative Interviewing 
Strategy 2012. 
Level	4	
Advisor	
Level	3	
Specialist	
Level	2	
Advanced	
Level	1	
Founda8on	
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The four-tier PEACE Training Model is designed to progressively develop the officer’s ability to 
conduct investigative interviews with witnesses, victims and suspects in operational circumstances 
of increasing seriousness and complexity (Queensland Police Service [QPS], 2012a). Instruction 
and assessment of competency to perform two core interview techniques – the Cognitive Interview 
for use with witnesses and victims and Conversation Management for use with suspects – form the 
basis of Level 1 and Level 2 training (QPS 2012a). Level 1 training provides uniformed officers 
with the foundation SKA to conduct routine investigative interviews (QPS, 2012a). Level 2 training 
provides selected plain-clothes investigators with additional SKA to conduct interviews as part of a 
serious or complex investigation (QPS, 2012a). The Level 3 and Level 4 courses are designed to 
further up-skill selected Level 2 qualified officers to provide specialist input to particularly complex 
investigations or to provide supervisory and management oversight to the investigative interviewing 
component of an investigation (QPS, 2012a). All investigative interviewing training and interviews 
with suspects, witnesses or victims of crime conducted in the QPS workplace are undertaken in 
accordance with the procedural and legislative requirements detailed in QPS Interviewing 
Safeguards Compliance (QPS, 2011a). 
In 2011, the QPS established an Investigative Interviewing Implementation Project (IIIP) with the 
remit to review existing best practice, develop a QPS Investigative Interviewing Strategy and design 
two residential training courses – a Level 1 Foundation Course for Recruits and a Level 2 Advanced 
Course for plain-clothes investigators (QPS, 2012a). Qualification to a Level 3 or Level 4 standard 
of interviewing competency would remain out-sourced to UK training providers (QPS, 2012a). 
Concurrent to the development work of the IIIP, the QPS dispatched several officers to attend UK 
courses with the intention of training a core group of trainers who would subsequently deliver Level 
1 and Level 2 training to QPS personnel (QPS, 2012a). During its short existence (2011 – 2013), 
the IIIP produced two significant outputs – the QPS Investigative Interviewing Strategy 2012, and 
the instructional curriculum/competency assessment framework for the Level 1 and Level 2 
Courses. The stated training aims of the two courses are2:  
Level 1 (duration 7 x training days) – Foundation skills training incorporated into the Recruit 
training program. Introduces PEACE methodology, witness interviewing (Cognitive Interview 
technique) and suspect interviewing (Conversation Management technique). Assesses competency 
to conduct witness and suspect interviews (unsupervised) and to produce court-admissible 
statements. 
                                                
2 Per the QPS Investigative Interviewing Strategy 2012 and reproduced in the supporting Level 1 
and Level 2 Course handouts.  
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Level 2 (duration 8 x training days) – Advanced skills training for serious and complex 
investigations. Designed for delivery to Plain Clothes/Detective-qualified officers. Reinforces 
foundation skills and introduces more sophisticated considerations such as psychological influences 
on interview outcomes. Assesses competency to conduct serious/complex witness and suspect 
interviews and support on-going investigations. 
At the time of writing this thesis, the 2012 designs of Level 1 and Level 2 training remain in use 
with the QPS with both courses being delivered residentially at the Queensland Police Service 
Academy (QPSA). The courses are aligned with the strategic training objectives of both the Public 
Safety Business Agency (PSBA) and the QPS Strategic Plan (QPS, 2016a; QPS, 2016b)3. As at 
January 2017, the QPS has trained approximately 12,500 personnel to Level 1 standard and 
approximately 400 to Level 2 standard (Personal communication QPS Investigations Training 
Manager). While future training requirements are difficult to quantify precisely, it is anticipated that 
both maintenance and development of capability in this realm will remain prescient issues for the 
QPS. Like police training organisations worldwide, satisfying the breadth and depth of SKA 
requirements for police officers, coupled with sourcing appropriate funding, resources and 
operationally experienced, high quality instructional staff will be ongoing challenges for QPS 
management. 
1.4 Introduction to Research Topic and Questions 
As will be discussed in Chapter 3, research associated with investigative interviewing training has, 
primarily, been undertaken with the aim of improving the questioning techniques used by the 
interviewer. In improving this particular core skill, it is generally held by both researchers and 
practitioners that the overall quality of the interview will be enhanced in terms of interviewee 
engagement and both the amount of information elicited and the accuracy of the information 
obtained will increase (Clarke & Milne, 2001; Powell et al., 2005). My exploration of investigative 
interviewing training seeks to broaden consideration beyond the efficacy of questioning techniques 
by holistically considering the skill acquisition – transfer – application journey. My research has 
two key aims: 
                                                
3 The PSBA provides strategic and corporate services to Queensland’s public safety agencies 
including the QPS. The PSBA manages Training and Development (Police) which delivers services 
through the three major QPS training centres. The Investigative Interviewing Courses delivered to 
recruits and plain clothes officers are strategically aligned with the training objectives articulated by 
both the PSBA and QPS in their respective strategic plans. 
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(1) To better understand the linkages between adult learning theories, training in inter-personal 
communication skills and the application of those skills in a specific workplace 
environment; 
(2) To contribute to the knowledge of best-practice training techniques in investigative 
interviewing skills that can be effectively transferred to and applied in the police 
workplace. 
I have chosen to use a generic, qualitative design with an evaluative, single case study focus as my 
research methodology. The two research questions that I developed for this study became the focus 
for data collection in two separate phases: 
Research Question 1 (Phase 1 – Participant Observer in QPS Training): How does the QPS 
approach investigative interviewing skills training for uniformed and plain-clothes officers? 
Subset Question 1A: What adult learning theories and factors are observed and emphasised in QPS 
investigative interviewing training delivery? 
Subset Question 1B: Which core interviewing skills are emphasised and assessed for competencies 
in QPS investigative interviewing training delivery? 
Research Question 2 (Phase 2 – Interviews with QPS Officers): How do individual, situational 
and organisational factors influence the transfer and application of investigative interviewing skills 
in the QPS workplace? 
Data collected during both phases were subsequently hand coded, thematically categorised and 
inductively analysed to allow for interpretation of meaning and judgement of process effectiveness. 
My findings are presented in journey order – Skills Acquisition (Chapter 5), Skills Transfer 
(Chapter 6) and Skills Application (Chapter 7). 
1.5 Thesis Overview 
This introduction serves as an overview of the broad topic of investigative interviewing and the 
important role it plays as a component part of policing capability. I have also introduced the 
PEACE Model of investigative interviewing and the associated four-tier approach to the training of 
both uniformed and plain-clothes officers to varying standards of capability. I have stated my 
research aims, described my research questions and provided an overview of the qualitative, case 
study methodology used in my research. I have divided the remainder of my thesis into eight 
chapters. 
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Chapter 2 presents a literature review focusing on adult learning styles and retention, adult learning 
theories, the transfer of training-acquired skills from the learning environment and their application 
in the workplace. I provide a review of the major adult learning theories that research indicates 
provide the most conducive conditions for adults to acquire new knowledge and skills in a formal 
training environment. I then examine education and training literature to identify the range of 
factors that either inhibit or facilitate effective transfer and application of acquired skills. 
Chapter 3 presents a second literature review focusing on investigative interviewing training. I first 
discuss the issues associated with general police training and identify the core skills that the 
literature suggests are key to the conduct of effective investigative interviews. After briefly 
comparing the two broad approaches used internationally to train police in 
interrogation/interviewing skills, I then focus on the research literature associated with evaluations 
of the PEACE training model. I discuss research in the field that highlights the importance of on-
going supervision and coaching of trained interviewers and suggested alternative modes of training 
delivery. I conclude this chapter by highlighting the limited evaluative research of investigative 
interviewing courses that has been conducted in Australia and identify a research gap in relation to 
holistic consideration of investigative interviewing training from a skill acquisition – transfer – 
application perspective. 
Chapter 4 presents my research methodology. In this Chapter, I describe my theoretical framework 
and use of a generic qualitative design and case study method. I detail my specific research 
questions, my data collection procedures across two phases, my data analysis procedures and 
discuss validity, reliability, generalisation and efforts to avoid subjectivity in my findings. An 
appendix to Chapter 4 is a Reflexive Diary – SWOT Analysis and Reflexive Activities that were 
undertaken throughout my research journey in an effort to limit the influence of preconceived 
perceptions or biases developed during my career as a military intelligence officer. 
Chapter 5 presents my findings associated with the acquisition of core skills in QPS Level 1 and 
Level 2 Investigative Interviewing Courses. Using data collected through participant observation of 
the two courses and informal interviews with course participants, I analyse the impacts of utilising a 
traditional approach to training delivery on learner motivation, engagement with the learning 
construct and the matching of individual learning styles with the mode of delivery. I subsequently 
analyse the respective focus that the core interviewing skills receive during instruction and discuss 
the imbalance of attention directed to ‘hard’ procedural skills at the expense of ‘soft’ cognitive and 
interpersonal skills. The chapter concludes with the presentation of a conceptual model that explains 
this observed imbalance of focus in the training using an iceberg analogy. 
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Chapter 6 presents my findings associated with the transfer of core skills from the QPS training 
environment to the police workplace. Using data collected through 40 semi-structured interviews 
with serving QPS uniformed and plain-clothes officers, I analyse the impacts of two major factors 
that research suggests will either inhibit or facilitate the transfer process – trainee-related factors 
and training-related factors. Based on the views and observations of a sample of First Year 
Constables, Field Training Officers, Investigators and Supervisors, I discuss the impacts of trainee 
motivation, perceptions of training relevance, perceptions of training quality and individual 
preparedness to conduct the task as trained. The chapter concludes with a reconsideration of the 
iceberg analogy to incorporate conceptual transfer pathways for hard and soft investigative 
interviewing skills. 
Chapter 7 presents my findings associated with the application of core skills that have been 
transferred from the QPS training environment. Using data collected through the semi-structured 
interviews conducted with serving QPS officers (as described above), I analyse the impacts of 
work-related factors that research suggests will either inhibit or facilitate the degree that training-
acquired skills are applied in the workplace. I examine the impacts associated with opportunities to 
perform the trained tasks on the job, the degree of supervision and performance feedback that 
occurs and the organisational climate in which training-acquired skills are applied. 
Chapter 8 presents a summary of my research results and highlights the contributions that my 
research makes to the literature. As an evaluative case study, the thesis draws a number of evidence-
based conclusions regarding QPS Investigative Interviewing training courses and factors impacting 
on skill acquisition, transfer and application. My thesis concludes with suggestions for future 
research effort associated with the nexus between investigative interviewing and intelligence 
interviewing training practices. 
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Chapter 2: Literature Review – Skills Acquisition, Transfer 
and Application 
Adults are motivated to devote energy to learn something to the extent that they 
perceive that it will help them perform tasks or deal with problems they confront in 
their life situations. Furthermore, they learn new knowledge, understandings, skills, 
values, and attitudes most effectively when they are presented in the context of 
application to real-life situations. (Knowles, 1990, p. 61) 
2.1 Introduction 
To be consistently effective in the performance of the investigative interviewing task requires the 
police officer to have a range of communication, interpersonal and procedural skills at his/her 
disposal (Bull, 2014; Gordon, 1975; Gudjonnson, 2002; Powell et al., 2005). While some of these 
skills exist in a raw form in untrained adults, all skills require honing and contextualising through 
training within a policing operational construct (Cherryman & Bull, 2001; Clarke & Milne, 2001; 
Powell, 2002). Once acquired and honed in a training environment the skills need then to 
effectively transfer to the police workplace and be applied on a regular basis if the performance 
outcomes desired by the organisation are to be realised (Clarke & Milne, 2001; McGurk et al., 
1993; Powell et al., 2005). While this skill acquisition – transfer – application journey involves 
adult learners (rather than children) and police recruitment prescribes standard cognitive abilities in 
its employees, policing as a profession continues to face a myriad of inter-related, training-
associated challenges that impact on task performance (Birzer & Tannehill, 2001; Bradford & 
Pynes, 1999; Glasgow & Lepatski, 2012; Vodde, 2009). As I will discuss in detail in Chapter 5 
(Acquisition), Chapter 6 (Transfer) and Chapter 7 (Application), each component of the skill 
journey presents unique challenges for police trainers and managers alike. Equally, each component 
of the journey is impacted by factors that either enable or inhibit effective outcomes for the 
organisation. But in dealing with cognitively capable adult learners, the policing profession has the 
benefit of being able to draw upon a multi-disciplinary research knowledge base, should it choose to 
take advantage. (Holton Swanson & Naquin, 2001). 
The complexities involved in an adult acquiring a skill and subsequently transferring that particular 
skill to be applied in a workplace context encompasses a multi-disciplinary body of literature 
extending back to the 19th century (Langan-Fox, Armstrong, Balvin, & Anglim, 2002). 
Educational, psychological, management, organisational and cultural research has variously 
contributed to wide-ranging debates concerning conceptions of skill acquisition, transfer and 
application (Burke & Hutchins, 2007; Kerka, 1995). But if this extensive body of research and 
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literature has one commonality, it is the friction and contested views on most issues associated with 
the training of adults (Holton et al., 2001). To compound the complexities further, there are 
continuing tensions amongst academics over semantic definitions of what constitutes training, 
between individual and organisational emphases in training and between learning and performance 
(Watkins, 1995). And so while it is generally accepted that adults learn differently from each other, 
acquire new knowledge and skills at different rates and will subsequently perform trained tasks to 
differing standards, there is no agreement on the best way to structure, sequence or deliver training 
to enable maximum organisational benefit (Baldwin, 1992; Baldwin & Ford, 1988; Blume, Ford, 
Baldwin, & Huang, 2010). 
By virtue of its expansive and cross-disciplinary nature, any examination of the literature in this 
domain will be challenged in the breadth and depth of review that can be achieved. Nonetheless, a 
review of the extant literature associated with adult learning styles, adult learning theories, training 
transfer and workplace application of acquired skills provides contextualisation of the challenges 
associated with training adults. As detailed in Chapter 4, this review of the major contributions to 
skill acquisition, transfer and application research formed the theoretical basis for my own research 
of foundation and specialist investigative interviewing training as delivered by the QPS. 
Commencing with an exploration of the definitional debate surrounding training and skills, this 
chapter progresses to review the pertinent literature associated with skill acquisition, adult learning 
theories, and the transfer and application of training-acquired skills. In the course of this literature 
review, I identify the key factors that are generally held to positively or negatively impact on the 
skill acquisition - transfer – application journey. 
2.2 Defining Training and Skills 
One of the enduring tensions associated with teaching adults, which extends across the multi-
disciplinary literature, is concerned with semantic arguments over definitions (Johnson & Geal, 
2003). One such tension concerns the delineation of education and training. Scholars, teaching 
practitioners and organisational managers often use the terms education and training 
interchangeably (Saltiel, 1995). This particularly occurs when the terms are discussed in the context 
of adult learning, and knowledge or skills acquisition and development (Darkenwald & Merriam, 
1982). Both education and training of employees are viewed as valuable undertakings by 
organisations as investments in their employees (Eurich, 1990). An employee who is appropriately 
skilled to proficiently perform tasks in his/her allocated work domain and displays both the aptitude 
and motivation to advance his/her knowledge/skill-base is an asset to the organisation (Eurich, 
1990). In an organisational context, education is ‘a deliberate, systematic and sustained effort to 
transmit, evoke, or acquire knowledge, attitudes, values, or skills’ (Darkenwald & Merriam, 1982, 
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p. 6). Education, in a workplace sense, prepares the employee for a position in the organisation that 
is different to the one currently held (Darkenwald & Merriam, 1982). As such, education’s principal 
remit is to enable advancement (Darkenwald & Merriam, 1982; Saltiel, 1995). Training, on the 
other hand, is more focused on satisfying current workplace requirements by ‘helping employees 
improve performance in their current job’ (Darkenwald & Merriam, 1982, p. 7). As Saltiel (1995) 
summarises: 
While both training and education aim to transmit knowledge, the differences can be 
extreme. The two often have incompatible missions, intents, philosophies, and 
resources. When combined thoughtfully and deliberately, the partnership is 
powerful. (p. 51) 
Other scholars have sought to differentiate between education and training based on responsibilities 
for delivery and differing outcomes. For example, Johnson and Geal (2003) suggest the provision of 
education (school or university context) is a national responsibility with prescribed inputs and set 
academic standards as the outcome. Training (workplace context) differs in that its provision is a 
managerial responsibility, it requires accurate job analysis to determine competencies required and 
has job competence as the outcome (Johnson & Geal, 2003). For the purposes of my research, I 
ascribe to Raymond Noe’s simplified definition of training – ‘a planned learning experience 
designed to bring about permanent change in an individual’s knowledge, attitudes, or skills’ (Noe, 
1986, p. 736). 
But in adopting this definition of training, another point of definitional contention emerges in terms 
of knowledge, attitudes and skills and whether the three components can be separated when 
analysing training effectiveness. Many eminent education and training scholars (including Dewey, 
1938; Houle, 1961; Kerka, 1995; Knowles, 1984; Kolb, 1984; Kerks, 1988 and Merriam, 2001a), in 
their exploration of adult learning theories and mechanisms to improve training effectiveness, do 
not differentiate and group the three components. But it is also possible to consider the acquisition 
of skills to competently perform a set workplace task as the primary, desired outcome of individual 
training (Ackerman, 1988; Adams, 1987). Whether that skill is mechanical or procedural, its 
acquisition in a training environment is enabled by subject matter knowledge and the trainee’s 
attitudes towards the learning construct (Quinones & Ehrenstein, 1997). 
2.3 Adult Learning Styles and Retention of Information 
From the earliest stages of psychology-grounded research into adult learning, it was accepted that 
adult learners differ from each other in the way that information is absorbed, contextualised and 
retained (Sternberg, 1977; Taylor, Marienau, & Fiddler, 2000; Thorndike, 1908; Tough, 1971). 
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Research in this domain has advanced along two major schools – the stimulus – response school 
and the cognitive school (Sims & Sims, 1995). The stimulus – response approach focuses on step-
by-step mastery of content and skills, whereas the cognitive approach is focused on knowledge 
learning, contextualising the acquired knowledge and applying it to a variety of situations (Merriam 
& Caffarella, 1991; Sims & Sims, 1995). Most adult learning constructs that employ a combination 
of instruction, demonstration, practice and assessment can be grouped into the cognitive school 
(Sims & Sims, 1995). Most adult learners develop a preference for learning in childhood that 
extends into learning contexts in later life (Kelly, 2006). Consequently, the most frequently used 
method of delineating adult learning styles is across three different sensory modalities identified in 
children – visual, auditory and kinesthetic (Smith, 2000). Visual learners prefer written rather than 
verbal instructions and tend to better understand concepts through the use of visual cues such as 
diagrams, illustrations, photographs, charts and maps (Smith, 2000). Auditory learners prefer verbal 
instruction, tend to thrive on details, statistics and facts and have a high retention rate for 
information conveyed orally (Smith, 2000). Kinesthetic learners prefer hands-on application and 
practice rather than lectures and discussions and tend to be able to contextualise knowledge 
(particularly associated with motor skills) more efficiently than visual or auditory learners (Smith, 
2000). The learning preference developed in childhood is difficult to change in an adult and so the 
onus is on the training provider to recognise the different styles and adapt the learning environment 
to ensure that, as far as possible, each is appropriately catered for (Kelly, 2006). 
Another key consideration associated with adult learning is information retention rates. As depicted 
in Figure 2.1, the Learning Pyramid Model suggests that certain teaching methods are connected to 
a corresponding hierarchy of student retention (Lalley & Miller, 2007).  
                               
Figure 2.1 Learning Pyramid Model 
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While this model has been widely accepted in adult learning circles, critics such as Lalley and 
Miller (2007) suggest that it does not appropriately represent the effectiveness of combining various 
teaching methods. Extensive educational and psychological research has shown that students (both 
children and adults) retain more information when combinations of senses are stimulated and they 
are actively engaged in the learning process (Kelly, 2006; Smith, 2000).  Bennett and Hess (2004) 
point to the increased rate of retention learners acquire when using as many of their senses as 
possible, citing Confucius’ edict, ‘what I hear, I forget; what I see, I remember; what I do, I 
understand’ (p. 236). 
Retention (generally considered the outcome of successful learning) appears to be a straightforward 
concept in which success is typically measured by having the learner recognise, recall, repeat or 
reproduce what he/she has acquired (Farr, 1987). But the relationship between acquisition and 
retention is far from simple and can be positively or negatively impacted by factors including the 
stage of training at which retention is assessed, the criterion utilised to determine successful skill or 
knowledge acquisition and the extent to which the testing environment during acquisition replicates 
workplace conditions (Farr, 1987). Research has demonstrated that a high degree of over-learning, 
increased repetitions, drill and practice will strengthen memory traces in an individual, will reduce 
skill/knowledge loss or decay and increase the repeatability of high-standard performance (Broad, 
1997; Farr, 1987; Hargie, 2010; McDonald, Doyle & Lieberman, 2012). Research across a range of 
professional applications has also shown that skills and knowledge decay over extended periods of 
non-practice and non-use and that decay can be mitigated both in the training environment through 
over-learning and in the workplace by supervised or mentored application (Broad, 1997; Farr, 1987; 
McDonald, Doyle, & Lieberman, 2012).  But the availability of time will always be a restricting 
factor in the learning environment and the workplace – time in training to process and encode 
information for subsequent recall, time to practice skills in a variety of conditions and settings, the 
amount of time lag between information conveyance and testing of retrieval, time to use acquired 
skills in a workplace characterised by competing priorities, and time available for supervisors to 
provide individualised performance feedback and mentoring (Broad, 1997; Farr, 1987; McDonald 
et al., 2012). 
The onus is on the training provider to recognise that individuals absorb, contextualise and retain 
information conveyed at different rates and to optimise retention rates by employing a variety of 
appropriate instructional techniques and learning constructs (Sims & Sims, 1995).  The workplace 
needs to recognise that skills acquired in a training context will erode without regular use and that 
rates of decay can be mitigated by supervision and mentoring (Farr, 1987). 
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2.4 Adult Learning Theories 
The question of how adults learn has occupied the attention of academics and training practitioners 
since adult education was founded as a professional field of practice in the 1920s (Merriam, 2001). 
A few years shy of a century later, there is still no single answer or theory/model of adult learning 
that neatly explains the most effective means to instruct adults and for acquired knowledge and 
skills to be transferred beyond the training environment (Knowles, Holton, & Swanson, 1998; 
Merriam, 2001b). Merriam (2001b) describes this state of affairs as ‘a mosaic of theories, models, 
sets of principles, and explanations that, combined, compose the knowledge base of adult learning’ 
(p. 3).  
For the purposes of my research, I have drawn selectively from ‘the mosaic’ of adult learning 
theories. The five adult learning theories that I have chosen feature most prominently in both the 
education / training literature and police science literature when searching for how best to teach 
adults in a formal training setting. In the following sections, I detail the broad characteristics of and 
scholarly tensions associated with, (1) the traditional/military approach, (2) the andragogical 
approach, (3) self-directed learning, (4) experiential learning, and (5) competency based education 
and training. Through this examination, I identify three key ‘learning factors’ that the literature 
suggests directly impact on the effectiveness of adult training constructs – learner motivation, 
learner experience and learner style/training method match. 
2.4.1 Traditional/military approach 
An instructor-led approach to training first came to prominence during World War II when there 
was an urgent requirement to train great numbers of military recruits, in a range of critical skills, to 
a standard level of ability (Birzer & Tannehill, 2001; Persyn & Polson, 2012; Vodde, 2012). 
Characterised by didactic and formulaic instruction, the traditional/military approach emphasises 
structure, regimen, discipline and strictly observed curricular content (Vodde, 2012). The student 
has little to no input to training progression or the pace of the training and the learning ‘contract’ is 
simply ‘watch, listen and do’ as directed by the instructor (Birzer & Tannehill 2001). Knowles 
(1980) recognised that in traditional adult learning constructs, based on a pedagogical model, 
information is conveyed in a disciplined but specific manner using rote memorisation followed by 
testing based on memorisation rather than competency or understanding (Merriam, 2001b). In this 
pedagogical framework, there is little room for creativity; students are passive rather than engaging 
and active; the instructor makes all the decisions regarding what, when and how new material will 
be learned; and the process of knowledge conveyance becomes monotonous for all concerned 
(Knowles, 1984). 
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The traditional/military approach to formal training gradually developed into what is now more 
commonly referred to as the Instructional Systems Design (ISD) model (Dubois & Rothwell, 2004). 
ISD has been described in a variety of ways, but a stepped progression is a common feature. This 
progression consists of (1) training needs analysis, (2) training design, (3) training development, (4) 
training delivery, and (5) training evaluation (Dubois & Rothwell, 2004). The ISD model has 
proven to be effective in getting results in improved job performance across a variety of professions 
and industries (Dubois & Rothwell, 2004). In the military domain, ISD has proven an effective 
mechanism to teach skills that require a prescriptive procedure to be applied when performing the 
set task – for example, weapon handling drills (Persyn & Polson, 2012). But the full range of skills 
required by military personnel, including cognitive-based skills, are not adequately catered for with 
a traditional approach to adult learning and the methodology is being challenged (Persyn & Polson, 
2012). For example, a 2012 review of US military education and training identified the following 
enduring challenges for trainers and trainees alike: 
Instructors possess subject matter expertise but lack proficiency in teaching; 
Learning is typically instructor-led, passive lecture-based instruction that relies 
heavily on slide presentations; Training and lesson plans are timed to fit 
predetermined course lengths and are not necessarily synchronised or sequenced to 
meet individual learner needs; Distance learning tools are used ineffectively; Learner 
assessments do not measure actual learning levels or ability to apply knowledge to 
realistic scenarios. (Persyn & Polson, 2012, p. 11) 
As Persyn and Polson (2012) recognise, such challenges are not unique to the military and reflect 
‘the imperfect application of adult education theory to practice’ (p. 11). Another criticism of the 
ISD model is that it places the burden of responsibility for all phases of training analysis, design, 
development, implementation and evaluation on trainers (Dubois & Rothwell, 2004). Too often, 
learners and their workplace supervisors lack ownership of the training construct and, as a result, 
their engagement with the training and associated outcomes suffers (Dubois & Rothwell, 2004). In 
an attempt to make training a joint venture between trainer, learner and supervisor or to place 
greater responsibility on the learner for taking initiative, educational theorists and training 
practitioners have experimented with a wide range of alternative approaches (Dubois & Rothwell, 
2004). One such alternative approach is adult learner centred and is generally known as the 
andragogical approach. 
2.4.2 Andragogical approach 
Prior to the 20th century, it was generally assumed that adults learned in the same manner as 
children – that is, the student is a passive recipient of knowledge conveyed by a didactic teaching 
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figure (Knowles, Holton, & Swanson, 2005). In this pedagogical model, characterised by a 
‘learned-teacher – ignorant pupil’ relationship, it was (and continues to be) assumed that the student 
is an empty vessel simply waiting to be filled with knowledge and the teacher is the porter with the 
task of filling the vessel (Knowles et al., 2005). Being the ‘ignorant’ party in the learning 
relationship, the pupil has no input to what skills and/or knowledge is being taught or the manner in 
which information is conveyed (Knowles, 1978). 
With the work of US education theorist Malcolm Knowles in the 1970s an identifiably different 
approach to adult learning emerged (Merriam, 1993). Knowles is generally considered the father of 
andragogy – the art and science of any intentional and professionally guided activity that aims at a 
change in adult persons (Knowles et al., 2005). Knowles’ (1980) construct for an andragogical 
approach to adult learning is founded on the premise that adults learn differently to children 
primarily because the adult brings life experience to the learning equation. For Knowles, the adult 
learner is someone who (1) has an independent self-concept and can direct his or her own learning, 
(2) has accumulated a reservoir of life experiences that is a rich resource for learning, (3) has 
learning needs closely related to changing social roles, (4) is problem-centred and interested in the 
immediate application of knowledge, and (5) is motivated to learn by internal rather than external 
factors (Knowles, 1980). For Knowles, the adult learner plays a more active, consultative part in the 
learning process and the teacher–student relationship develops ‘a spirit of mutuality as joint 
enquirers’ (Knowles, 1980, p. 47). 
Andragogy has been extensively analysed and critiqued within the field of adult education 
(Merriam, 2001b). Central to the debate amongst education theorists and adult learning scholars has 
been the issue of defining andragogy and labelling it appropriately. Various scholars (Brookfield, 
1986; Davenport & Davenport, 1985; Fuer & Gerber, 1988; Grace, 1996; Hartree, 1984; Merriam, 
1993; Merriam & Brockett, 1997; Pratt, 1988) have alternatively labelled andragogy as a set of 
guidelines, a philosophy, a theory, a method or technique and a set of assumptions (Holton et al., 
2001). The disparity of views and the associated lack of an agreed philosophical position have done 
little to clarify the perplexities of andragogy or assist practitioners in its application (Holton et al., 
2001). 
Another on-going tension rests with the individual-centric focus of the andragogical model. Critics 
such as Grace (1996) and Pratt (1993) criticise andragogy for focussing solely on the individual and 
not considering the relationship of adult education to society (Holton et al., 2001). For proponents 
of the critical philosophical perspective, andragogy does not adequately embrace societal change as 
an adult educational outcome because the model is ‘saturated with the ideals of individualism’ 
(Pratt, 1993, p.21). Philosophical defenders of andragogy (Darkenwald & Merriam, 1982; Merriam 
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& Brockett, 1997) posit that Knowles’ approach to adult learning is rooted in the humanistic and 
pragmatic philosophies of Maslow, Rogers, Dewey and Lindeman in which the self-actualisation of 
the individual is the primary goal (Holton et al., 2001). Like the debate over definition, the various 
philosophical perspectives associated with andragogy continue to muddy the waters of 
understanding and application (Merriam, 2001). 
A third tension with andragogy that is evident in the literature relates to a perception among some 
scholars (Davenport, 1987; Day & Basket, 1982; Elias, 1979; Hartree, 1984; Tennant, 1986) that 
the core adult learning principles attempt to fit all situations or persons (Merriam, 2001b). 
Interpretations of andragogy as a ‘one size fits all’ model criticise its lack of consideration of 
external variables on the adult learner (Holton et al., 2001). Philosophical defenders of the theories 
and principles espoused by Knowles (Boone, 1985; Holton et al., 2001; Houle, 1996; Knox, 1986) 
counter that the andragogical core principles were never intended to be ‘stand-alone’, that their 
application to learning contexts is situationally dependent and must be contextually incorporated. 
Critics of Knowles’ work claimed that andragogy did not adequately consider the varying contexts 
in which learning occurs (Merriam, 2001b). Knowles acknowledged this shortfall and during the 
1980s adjusted his andragogy versus pedagogy philosophy to representing them as a learning 
continuum (Merriam 2001b). The continuum ranged from teacher-directed learning for new 
knowledge conveyance (where the student has little or no experience with the subject) to student-
directed learning (where the student is honing or refining subject matter knowledge) (Merriam, 
2001b). 
Despite years of debate, critique and challenge associated with andragogy’s definition, contribution 
and core philosophy, the core principles of adult learning advanced by Knowles have endured 
(Darkenwold & Merriam, 1982; Houle, 1996; Merriam, 2001a). The andragogical model enables 
those designing, planning and conducting adult learning to do so more effectively by recognising 
that adult learners have specific (and differing) requirements (Houle, 1996). As Cyril Houle, 
Knowles’ mentor and a leading adult educator/author in his own right, noted in relation to the 
contribution of andragogy to the adult learning debate: 
Andragogy remains as the most learner-centered of all patterns of adult education 
programming….it involves learners in as many aspects of their education as possible 
and in the creation of a climate in which they can most fruitfully learn. (Houle, 1996, 
p. 30) 
The key principles of the andragogical approach to adult learning established a foundation from 
which other, learner-centred approaches such as self-directed learning flourished (Merriam, 2001a). 
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2.4.3 Self-directed learning 
Self-directed learning (SDL) is another model that helped define adult learners as different from 
children that emerged about the same time as andragogy in the United States. Cyril Houle laid the 
groundwork for the establishment of SDL as an independent approach to adult education (Hiemstra, 
1994). Houle classified adult learners in three categories based on their reasons for participating: (1) 
goal-oriented learners who participate mainly to achieve some end goal; (2) activity-oriented 
learners who participate for social or fellowship reasons; and (3) learning-oriented learners who 
perceive of learning as an end in itself (Hiemstra, 1994). Correctly identifying the learner’s 
motivation for learning provides, according to Houle (1961), the greatest chance of creating a 
teaching and learning compatibility. 
Subsequent research undertaken by Allen Tough (1967, 1971) provided the first comprehensive 
description of self-directed learning as a form of study (Merriam 2001a). In his study of 66 
Canadian adults undertaking self-planned learning projects, Tough (1971) revealed learning to be 
widespread, occurring as part of adults’ everyday life, and systematic but not dependant on an 
instructor or classroom for the acquisition of new skills or knowledge (Merriam 2001a). 
As Gibbons (1980) identifies, SDL possesses a number of characteristics that provide definition for 
the model: (1) individuals take the initiative and personal responsibility for learning, (2) individuals 
select, manage and assess their own learning activities, (3) the motivation and volition of the 
individual are critical to success, (4) goal-setting and defining what knowledge/skill is worth 
acquiring is conducted independently (not systemically), (5) teachers provide the scaffolding for 
learning, but act more in an advisory or mentoring role than a didactic manner, and (6) peers 
provide collaboration. 
SDL places the onus for knowledge and skills acquisition firmly in the hands of the learner 
(Knowles, 1975; Gibbons, 1980; Hiemstra, 2011). As Roger Hiemstra (2011) identified: 
if adults can be helped to take increasing responsibility for their own learning, as 
opposed to a teacher’s or institution’s version of what that learning should be, their 
potential for success and resulting ability to become skilled lifelong learners will be 
greatly enhanced. (p. 46) 
The implication for learners seeking to acquire knowledge or skills in the cognitive, communication 
or inter-personal domains is that for an SDL approach to be effective, the learner’s motivation must 
be correctly identified and supported (Gibbons, 1980; Hiemstra, 2011; Houle, 1961; Tough, 1967). 
If the learner, for example, is primarily motivated to acquire new knowledge, skills and competency 
(such as required for investigative interviewing) based on a stipulated, work-based requirement 
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rather than the individual’s personal desire to extend themselves, then SDL techniques are unlikely 
to appropriately match the requirement (Gibbons, 1980; Hiemstra, 2011; Houle, 1961; Tough, 
1967). 
2.4.4 Experiential learning 
Experiential learning is based on John Dewey’s (1938) philosophical belief that direct experience is 
essential to learning. The underlying principal of experiential learning is ‘all genuine education 
comes about through experience’ (Dewey, 1938, p. 25). Fifty years later, the organisational 
psychologist Donald McCormick observed that ‘experiential learning is like learning about roller 
coasters while buckled into the front car. The learning is more exciting, deeper, and richer; because 
of this, students are more likely to recall it’ (McCormick, 1990 p. 27). 
For experiential learning activities to be effective, educators and trainers must be aware of the 
unique characteristics and needs of adult learners (McCormack, 1990). The three characteristics that 
have received the most attention amongst scholars (Brookfield, 1986; Knowles, 1980: Merriam, 
1993) are 1) adults’ need for the acknowledgement and utilisation of their experiences and prior 
knowledge, 2) the differing ways adults go about learning, and 3) adults’ desire to be actively 
involved in the learning process rather than being passive recipients of knowledge (Caffarella & 
Barnett, 1994). 
David Kolb, drawing heavily on the work of Dewey and others, has contributed greatly to 
expanding the philosophy of experiential learning (Caffarella & Barnett, 1994). For Kolb, ‘learning 
is the process whereby knowledge is created through the transformation of experience. Knowledge 
results from the combination of grasping and transforming experience’ (Kolb, 1984, p.41). In 
Kolb’s view, the critical aspects of the learning process, as viewed from the experiential perspective 
are 1) the emphasis is on the process of adaptation and learning as opposed to content and 
outcomes; 2) knowledge is a transformation process not an independent entity to be acquired or 
transmitted; 3) learning transforms experience in both its objective and subjective forms; and, 4) to 
understand learning, we must understand the nature of knowledge, and vice versa (Kolb, 1984). 
Kolb’s Experiential Learning Model (ELM) sets out four distinct learning styles (or preferences) 
which are based on a four-stage learning cycle. Individuals will show a preference for, or will cope 
with, some stages better than others and learning is seen as a continuous, interactive process 
(Cassidy, 2004). The four stages of the ELM are described as Concrete Experience (CE; 
experiencing) which favours experiential learning; Abstract Conceptualisation (AC; thinking) 
where there is a preference for conceptual and analytical thinking in order to achieve understanding; 
Active Experimentation (AE; doing) involving active trial and error learning; and Reflective 
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Observation (RO; reflecting) where extensive consideration is given to the task and potential 
solutions before there is any attempt at action (Cassidy, 2004). 
Understanding a student’s learning style enables learning to be oriented according to the preferred 
method (Kolb, 1984). While every student responds to and needs the stimulus of each type of 
learning style to an extent, the challenge rests with tailoring the learning experience to best fit with 
the given environment and a student’s learning style preferences (Kolb, Boyatzis, & Mainemelis, 
2001). 
2.4.5 Competency-based education and training 
Alternatively labelled as Competency Based Education (CBE), Competency Based Learning (CBL), 
Competency Based Assessment (CBA) or Competency Based Training (CBT), the notion of 
developing competence in an individual to perform specified tasks in an occupational setting 
originated in the US with educational reforms of the 1920s (Tuxworth, 1989). Sourcing a single, 
agreed definition of Competency Based Education and Training (CBET) from the expansive 
education, training and human resource literature is difficult. The complication hinges on various 
interpretations of the terms ‘competence’, and ‘attributes’ and particularly in how they are 
measured. As Andrew Gonczi (1994) notes: 
The notion of competence is relational. It brings together disparate things – abilities 
of individuals (deriving from combinations of attributes comprising knowledge, 
attitudes, values and skills) and the tasks that need to be performed in particular 
situations. Thus competence is conceived of as complex structuring of attributes 
needed for intelligent performance in specific situations. (p. 28) 
Reviewing the expanse of CBET literature does, however, reveal some common characteristics of a 
competency-based program: (1) Use of a performance-oriented, outcomes-focussed training design 
that incorporates explicitly-stated learning outcomes; (2) Assessment of an individual’s displayed 
abilities, skills, judgement, attitudes and values (attributes) as a measure of competence to 
effectively perform a work-related function or task; (3) An appreciation by the training delivery 
organisation that the individual learner already possesses attributes pertinent to the achievement of 
competencies that can be built upon in a learning environment (Recognition of Prior Learning); (4) 
A progressive approach to knowledge and skill acquisition wherein the learner does not progress to 
more complex tasks or applications of skills until competence has been demonstrated in less 
complex tasks or applications (a building-block approach); and (5) An assessment strategy 
comprising two components – formative and summative – in which competence in a particular skill 
or the performance of a task is assessed progressively to job standard (Burke, 1989; Fletcher, 1992; 
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Gonczi, 1994; Kerka, 1995; Mansfield, 1989; Mitchell & Cuthbert, 1989; Porter, 1993; Thomson, 
1991; Tuxworth, 1989). 
Due largely to its perceived suitability across the spectrum of vocational, business and industry 
education and training contexts, CBET has grown exponentially in its application worldwide 
(Kerka, 1995). For many professions and occupations requiring both cognitive and practical skills 
in their employees, CBET offers enticing advantages to employer and learner alike when compared 
to traditional adult education and training methodologies (Gonczi, 1994; Harris, Guthrie, Hobart, & 
Lundberg, 1995; Kerka, 1995). CBET is a form of standards-based learning that places emphasis on 
what learners can do as a result of the learning outcomes of the learning process, not on inputs, in 
the sense of what courses they have done (Harris et al., 1995). Unlike the majority of tertiary 
education environments in which student performance norm is referenced against other students, 
CBET is characterised by assessment that is criterion referenced against objective standards (Harris 
et al, 1995).  Also, because CBET is underpinned by job analysis (involving the employer from the 
outset in articulating job specific competencies and standards), the CBET model ensures, as far as 
possible, that only skills, knowledge and attitudes necessary to competently perform the set task are 
the focus of learning and assessment (Harris et al., 1995). Time and resources are not ‘wasted’ on 
peripheral knowledge or in developing skills that have no application in the work place (Harris et al, 
1995). 
But CBET is not without its detractors and debate regarding its nature and effectiveness that 
reached a peak in the 1990s continues in scholarly and practitioner circles (Kerka, 1995). Three 
enduring tensions fuel debate amongst education theorists in relation to CBET – whether it is more 
accurately defined as an educational method or a policy approach; the concept of individual 
competence; and the assessment of competency standards (Kerka, 1995). Other research into the 
relationship between CBET and industry skills requirements (Fuller & John, 1994; Hyland, 1996; 
Jackson, 1994; Toye & Vigor, 1994) identified that factors such as excessive delivery costs, a 
mismatch between employer’s requirements and skills trained (industry standards versus training 
competency standards) and the transference of learnt skills to the workplace all impact on 
perceptions of CBET’s applicability and effectiveness (Kerka, 1995). 
Central to the arguments of both proponents of CBET (Harris et al., 1995) and detractors (Hyland, 
1996) is the conceptualisation of competence in behavioural terms. For the proponents, the 
behaviourist framework allows CBET to be individualised, emphasising outcomes rather than 
inputs and allows for the provision of clearly articulated standards for measuring achievement 
(Kerka, 1995). For the detractors, the behaviourist framework makes CBET excessively 
reductionist, narrow, and rigid while being theoretically, empirically and pedagogically unsound 
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(Kerka, 1995). The issue of responsibility for certifying the individual as competent or not 
competent causes anxiety to surface (for both the assessor and the assessed) and raises a host of 
questions (Toohey, Ryan, McLean, & Hughes, 1995). Central to the issue of assessment is the 
interpretation of the term competence. Various scholars (Fletcher, 1992; Foyster, 1991; Gonczi, 
1994; Jessop, 1991; Mansfield, 1989; Mitchell & Cuthbert 1989; Porter, 1993; Thomson, 1991) 
have contributed to the debate, with the generally accepted outcome being a broad ‘job competence 
model’ in which there is a relational view of competence. This interpretation of competence 
encompasses not only technical performance of the task itself, but also the way in which the 
individual integrates it with other aspects of the job and how interruptions, external pressures and 
emergencies are handled while performing the task (Toohey et al., 1995). Other questions 
associated with assessment such as what aspects of performance need to be assessed and on how 
many occasions, whether all the elements in the competency standards need to be assessed, whether 
competency can be reliably assessed in training or only in the workplace, and who is best-placed to 
say whether the individual is competent or not – the training institution or the workplace supervisor, 
continue to be debated in education/training literature and by CBET practitioners (Kerka, 1995; 
Toohey et al., 1995). 
2.5 Factors Influencing Adult Learning and Skill Acquisition 
An examination of the literature associated with adult learning styles and various theories 
associated with how adults learn reveals three recurring factors that will impact on learning. These 
factors, either singularly or in concert, will directly influence the level of engagement by the 
individual in the learning experience, the degree of information absorption, the degree of skill 
acquisition, and the skill competency standard achieved by the trainee. The three key factors are 
learner motivation, learner experience and learner style/ training match and each is discussed in the 
following sections. Each factor was synthesised from the education, psychology, human resource, 
management or organisational literature and the key contributors to scholarly debate or 
development are indicated in parentheses. 
2.5.1 Learner motivation 
 (Gibbons, 1980; Harris et al., 1995; Herzberg, 1966; Kerka, 1995 Knowles, 1980; Knowles et al., 
1998; Maslow, 1970; McClelland, Atkinson, Clark, & Lowell, 1953; Tannenbaum, Mathieu, Salas, 
& Cannon-Bowers, 1991; Toohey et al., 1995; Vroom, 1995). 
The question of trainee motivation is central to learning in an adult training construct. A motivated 
trainee is likely to acquire and retain more knowledge and skills and perform to a higher standard in 
assessment tasks than an unmotivated trainee. Understanding trainee motivation and adjusting 
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training accordingly hinges on the trainer asking herself/himself (1) What is the driving motivation 
to learn? (2) Is the learner self-motivated or is the learning construct dictated by a work 
requirement? (3) If a work-driven requirement, what motivates the individual to learn and perform? 
(4) Are increased pay, internal promotion or a qualification allowing more employment options the 
key external drivers? (5) How is the identified motivation reinforced throughout the learning 
experience? By considering both the internal and external drivers of motivation in the trainee, the 
training construct can be aligned or adjusted to best effect. 
2.5.2 Learner experience 
(Brookfield, 1986; Caffarella & Barnett, 1994; Dewey, 1938; Houle, 1961; Knowles, 1980; 
Knowles et al., 1998; Kolb, 1984; Merriam, 1993; Tough, 1967).  
Recognition by the trainer that the trainee, as an adult, has a contribution to make to the learning 
construct will have a positive impact on trainee motivation to engage in the learning. Situations in 
which the adult feels he/she has a contribution to make to others’ learning through sharing unique, 
personal perspectives and life experiences are beneficial to adult learning and should be fostered by 
training staff. For training designers, the associated question is: How can the adult trainees’ life 
experiences be integrated into the learning construct in order to enhance learning outcomes? The 
solution might be as simple as the incorporation of group discussions in the program or as complex 
as a redesign of training in accordance with an experiential learning framework. 
2.5.3 Learner style/delivery matching 
(Brundage & Mackeracher, 1980; Dunn & Griggs, 2000; Kelly, 2006; Kolb, 2011; Lalley & Miller, 
2007; Lovell, 1980; Sims & Sims, 1995; Smith, 2000; Zoller & Harrison, 2007).  
Recognition by the trainer that trainees will differ from each other in the way that information is 
absorbed, contextualised and retained is particularly important if desired learning outcomes are to 
be achieved. Whether the learner has a preference for visual, auditory or kinesthetic sensory input, 
creating an effective mix of mediums to cater for the group is an enduring challenge for trainers. 
Training design staff should be asking themselves questions such as (1) Do learning formats 
(lectures, tutorials, discussions, workshops, role plays, practical activities, simulations etc.) match 
the visual, auditory and kinesthetic learning styles of the individual and group? (2) To what extent 
are a mix of approaches to delivery incorporated to facilitate maximum engagement and retention 
amongst the trainees? (3) Does the program utilise self-paced or immersion learning methods? (4) Is 
the program structured and sequenced in a progressive manner? (5) How does the program cater for 
trainees learning at different rates and performing learnt skills to different standards? The answers 
to these fundamental questions are rarely simple and are most often tied to resource, financial, time 
or manpower constraints confronted by the training organisation. 
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2.6 Transfer and Application of Training Acquired Skills 
The transfer of training-acquired skills to the workplace and the application of those skills to 
enhance organisational capability are paramount concerns for training researchers and practitioners 
(Baldwin & Ford, 1988; Gagne, 1962; Tannenbaum & Yukl, 1992). In order to capitalise on 
training investments, organisations seek maximum transfer and application of skills gained in a 
training context to the job (Wexley & Baldwin, 1986; Wexley & Latham, 1991). To enhance their 
return on investment, organisations seek to create conditions in which ‘positive transfer’ can occur 
(Baldwin & Ford, 1988). Positive transfer is defined as ‘the degree to which trainees effectively 
apply the knowledge, skills and attitudes gained in a training context to the job’ (Baldwin & Ford, 
1988, p. 63). But transfer of training acquired SKA is more than a function of original learning in a 
training environment (Atkinson, 1972; Baldwin & Ford, 1988). According to Baldwin & Ford 
(1988), for transfer to occur the learned behaviour must be generalised to the job context and 
maintained over a period of time. Transfer and application can therefore be considered as a 
dependent relationship between training inputs, training outputs and conditions of transfer (Baldwin 
& Ford, 1988). Impacting factors that influence the strength of the relationship include trainee-
related factors, training-related factors and workplace-related factors (Bass & Vaughan, 1966; 
Brinkerhoff, 2006; Campbell, 1971; Elangovan & Karakowsky, 1999; Ford & Wroten, 1984; 
Gagne, 1962; Gordon & Cohen, 1973; Kirkpatrick, 1967; Machin & Fogarty, 2004). Before 
addressing the influence that these three factors have on the achievement of positive transfer, it is 
possible to contextualise their relationship with each other and conditions of transfer with the use of 
a model of the transfer process. 
2.6.1 A model of the transfer process 
Baldwin & Ford (1988) conceived the model presented at Figure 2.1 as a framework for their 
examination of training transfer. These US-based scholars posited that any examination of transfer 
‘requires a clear understanding of what is meant by transfer as well as the identification of factors 
that affect transfer’ (Baldwin & Ford, 1988, p. 64). 
In this transfer model, there is a dependent relationship between training inputs, training outputs and 
conditions of transfer in the achievement of positive transfer of SKA from the training environment 
to the workplace. Training Inputs consist of Trainee Characteristics (Ability, Personality and 
Motivation), Training Design (Principles of Learning, Sequencing and Training Content) and Work 
Environment (Peer/Supervisor Support and Opportunity to Use Learned Materials). Each Training 
Input directly impacts on Training Outputs that are the ‘amount of original learning that occurs 
during the training program and the retention of that material after the program is completed’ 
(Baldwin & Ford, 1988, p.64). In turn, both Training Inputs and Training Outputs impact on two 
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requisites for positive transfer – the generalisation of the learned materials to the job context and the 
maintenance of the learned materials over a period of time on the job (Baldwin & Ford, 1988). 
 
Figure 2.2 A Model of the Transfer Process 
Source: Adapted from Baldwin & Ford, 1988, p. 65 
The transfer and application literature also suggests the existence of enablers and inhibitors to the 
skill acquisition – transfer – application journey depicted by Baldwin & Ford (1988). For the sake 
of structural clarity, I have considered these enablers and inhibitors under three headings – trainee-
related factors; training-related factors and workplace-related factors. 
2.6.2 Trainee-related factors 
The cross-disciplinary literature suggests that two factors related to the individual trainee will 
directly impact on the degree of skill transfer that occurs between the training environment and the 
workplace. The first impacting factor is trainee motivation and perceptions of training relevance 
(Baldwin, Magjuka, & Loher, 1991; Facteau, Dobbins, Russell, Ladd, & Kudisch, 1995; Gagne, 
1962; Noe & Schmitt, 1986; Mathieu, Tannenbaum & Salas, 1992; Santos & Stuart, 2003; Tracy, 
1984; Wexley & Latham, 1991). The literature suggests that a trainee who is motivated to learn and 
can see the direct relevance of the training to performance of work-related tasks is more likely to 
transfer learned knowledge and skills. The second impacting factor is trainee self-efficacy and 
preparedness to perform the set task (Bandura, 1982; Blume et al., 2010; Chiaburu & Marinova; 
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2005; Colquitt, LePine, & Noe, 2000; Gist, Stevens, & Bavetta, 1991; Holladay & Quinones, 2003). 
The literature suggests that a trainee who possesses high self-efficacy and feels prepared to perform 
the trained task in the workplace is more likely to transfer learned knowledge and skills. 
2.6.3 Training-related factors 
The cross-disciplinary literature suggests that trainee satisfaction with the quality of the training, 
particularly in terms of whether the training met the learner’s individual needs and expectations, 
will impact on the degree of skill transfer that occurs between the training environment and the 
workplace (Alliger & Janak, 1989; Baldwin & Ford, 1988; Cangelosi, 1991; Holton & Baldwin, 
2000; Huczynski, 1989; Mattoon, 1992; Pershing & Pershing, 2001; Sanderson, 1995). The 
literature suggests that a trainee who perceives the training to be of poor quality is unlikely to be 
engaged with the training construct and as a consequence will minimally transfer learned 
knowledge and skills. It is further suggested that expert instruction, opportunities to contextualise 
learning through practice, and performance feedback also play roles in the degree of positive 
transfer that occurs.   
2.6.4 Workplace-related factors 
The cross-disciplinary literature suggests that three factors related to the workplace will directly 
impact on both transfer and application of training-acquired skills. The first factor is the frequency 
of opportunities to perform trained tasks on the job (Brinkerhoff & Montessino, 1995; Gaudine & 
Saks, 2004; Lim & Morris, 2006). The opportunity to perform a trained task will, in turn, be 
impacted by organisational factors (Etzioni, 1961; Ford, Quinones, Sego, & Sorra, 1992; Simon, 
1964), work context factors (Chan, 1997; Chan, Devery & Doran, 2003; Ford et al., 1992; 
Huczynski & Lewis, 1980; Sklansky, 2007) and individual characteristic factors (Baldwin & Ford, 
1988; Bandura, 1982; Chan, 1997; Noe, 1986). The second workplace-related factor that impacts on 
transfer and application is the degree of supervision, coaching and performance feedback that 
occurs (Brinkerhoff & Montesino, 1995; Broad & Newstrom, 1992; Burke & Baldwin, 1999; 
Clarke, 2002). The third workplace related factor is the presence of an organisational climate in 
which there is overt support for performance of tasks as taught and trained (Kontoghiorghes, 2001; 
Lim & Morris, 2006; Mathieu et al., 1992; Rouiller & Goldstein, 1993; Tracey, Tannenbaum, & 
Kavanagh, 1995).  
2.7 Summary 
This literature review serves to highlight the extensive cross-disciplinary research that has been 
undertaken relating to skill acquisition, transfer and application. In my analysis of the literature 
associated with adult learning styles, information retention, adult learning theories and learning 
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transfer/application, I have highlighted a range of factors that are generally held to impact on the 
skill acquisition – transfer – application journey. The literature suggests that these trainee-related, 
training-related or workplace-related factors will impact directly or indirectly, alone or together, 
positively or negatively, on training outcomes and the degree of transference and application 
achieved. If a single, consolidated observation can be drawn from the cross-disciplinary literature, it 
is that the training of adults is a complex undertaking in which there are few, if any, definites. 
Organisations that seek to provide their employees with the skills required to perform specific job-
related tasks in order to enhance capability face a battle on multiple fronts. The first challenge is 
choosing the most appropriate and effective training construct to facilitate skill acquisition, transfer 
and acquisition. Ideally, this training construct motivates and engages the learner, accommodates 
various adult learning styles, allows for consolidation of acquired skills through practice and 
assesses competency to a workplace performance standard. The second challenge is the possession 
of an organisational culture that supports the learner after training through the provision of 
opportunities to use the skills as learned with ongoing workplace supervision and mentoring. The 
third, and arguably prescient, challenge for organisations relates to resourcing – the securing and 
allocation of appropriate time, money and materials to achieve the degree of skill acquisition, 
transfer and application desired. In many ways, victory in this battle is measured in the degree of 
compromise achieved. 
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Chapter 3: Literature Review – Investigative Interviewing Training 
Policing, like medicine, nursing, teaching and social work is a close contact 
occupation characterised by the necessity to manage discourse, conversational 
exchanges at the point of contact. This is interviewing: controlling and directing a 
conversation creatively to achieve a desired purpose whether it be obtaining, passing 
or clarifying information….The quality of training provided by the service will 
directly and indirectly impact upon the success of the undertaking. (Shepherd, 1986, 
p. 325) 
3.1 Introduction 
The question of how best to structure, sequence and deliver investigative interviewing training to 
maximise learning outcomes in a cost effective manner has plagued researchers and practitioners 
from the outset. But the bulk of research effort in this field has traditionally focussed on unravelling 
the psychological underpinnings, veracity and effectiveness of various questioning techniques. 
Undertaken by psychologists (who, with a few notable exceptions, are predominantly British), this 
research has primarily been geared towards increasing the practitioner’s knowledge of which 
techniques are likely to lead to eliciting accurate information from the subject – suspect, witness or 
victim, adult or child (Smets & Rispens, 2014). Other research has focussed on investigative 
interview protocols and the necessity to avoid coercive questioning techniques if truthful and 
accurate information is to be elicited from the interview subject (Smets & Rispens, 2014). This 
protocol-based research has focussed on how the professionalism of the interviewer can be 
enhanced, future performance optimised and legalities consistently observed (Smets & Rispens, 
2014). Training the police officer in the skills required to consistently conduct effective 
investigative interviews has been relegated to a secondary research concern. 
Another characteristic of training-related research in investigative interviewing is the positing of the 
researcher in either the witness/victim or suspect interviewing ‘camps’. With the exception of 
evaluations of PEACE training program effectiveness (for example, Clarke & Milne, 2001; McGurk 
et al., 1993) and some studies associated with the importance of supervision and skills coaching (for 
example, Lamb, Sternberg, Orbach, Esplin, & Mitchell, 2002; Smets, 2012; Smets & Pauwel, 
2010), most training-related research has been flavoured by the researcher’s professional preference 
for one of these two camps. Training-related research in investigative interviewing has also tended 
to focus specifically on either the input (duration, content, assessment) or output (SKA increases) 
aspects of a particular program. And, being grounded in the psychology discipline, the preferred 
research methodology is almost exclusively quantitative in nature. This stove-piping of quantitative 
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research effort has unquestionably produced a range of important insights that can be attributed to 
improved interviewer performance and better interviewing outcomes. However, there remains a gap 
in terms of generic, evaluative studies of skill acquisition, transfer and application that utilise the 
strengths of qualitative methodologies to derive meaning and understanding. 
In the first part of this literature review, I will highlight issues associated with general training of 
police officers to be ‘job-ready’ in the 21st century. I will identify the core skills that the 
investigative interviewing literature suggests are needed to perform the investigative interviewing 
function and require training. Following a brief comparison of the US and UK approaches to police 
interrogation/investigative interviewing training delivery, I will describe the early evaluations of the 
PEACE training protocol that were undertaken in the lead-up to and following its operational 
implementation in the UK. After broadly categorising subsequent research undertakings under the 
headings ‘reactive’ or ‘proactive’, I will then examine the key contributions to training research 
emerging from the witness/victim and suspect ‘camps’. This will be followed by a brief review of 
research that has been conducted into alternatives to intensive training packages and the importance 
of supervision and mentoring for the maintenance of acquired interviewing skills. The chapter 
concludes with an overview of the Australian-based research that has previously been undertaken in 
investigative interviewing training. 
3.2 Issues Associated With General Police Training 
Training is recognised by police worldwide to be a fundamental input to organisational capability 
(Birzer & Tannehill, 2001; Bradford & Pynes, 1999; Haberfield, Clarke, & Sheehan, 2011; 
Glasgow & Lepatski, 2012; Goldstein, 1990; Mahoney & Prenzler, 1996; Marenin, 2004; McGory 
& Treacy, 2012; Stanislas, 2013; Vodde, 2012; Vollmer, 1939). The ultimate goal of police training 
in any democracy is ‘the capacity to make situational judgements which are in accord with 
democratic societal and legal norms and expectations’ (Marenin, 2004, p. 108). To achieve this goal 
requires officers to ‘acquire knowledge of the latest legal decisions, technological advances, and 
tactical developments in the field and to remain proficient in a number of job-related skills’ (Birzer 
& Tannehill, 2001, p. 233). Officers also require ‘skill sets and competencies in critical thinking, 
problem solving, decision making, effective communication, emotional intelligence, and the ability 
to recognise and understand the multi-dimensional dynamics of a diverse society’ (Vodde, 2012, p. 
28). The best mechanism to achieve these disparate learning and skill requirements, through higher 
education or in-service training arrangements or a combination of the two, continues to be contested 
amongst researchers and police with no clear answer emerging (Patterson, 2011; Stanislas, 2013; 
Wimshurst & Ransley, 2007). 
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Two broad criticisms of general police training in democracies have emerged in the police science 
literature. The first criticism is that police training appears to be inconsistent with the police role in 
the 21st century (Bradford & Pynes, 1999). Previously characterised by authoritarian stewardship of 
social order and control, policing has undergone fundamental changes in the last century to be more 
community-oriented (Vodde, 2012). Policing now is ‘one of the most complex and difficult jobs in 
any society’ (Marenin, 2004, p. 107) that hinges on the officer being able to combine ‘common 
sense, maturity, good judgement, wisdom, intelligence and communication ability’ (Marenin, 2004, 
p. 109). Other key abilities required of an officer in a community policing construct relate to the use 
of discretion in practical situations (Birzer & Tannehill, 2001; Marenin, 2004; Vodde, 2012). Critics 
of the US, UK, Canadian and Australian approaches to general police training (Birzer & Tannehill, 
2001; Bradford & Pynes, 1999; Chan, 1997; Cioccarelli, 1989; Lorinkas, & Kulis, 1986; Mahoney 
& Prenzler, 1996; Vodde, 2012; Wimshurst & Ransley, 2007) have variously lamented that training 
remains anchored to a traditional, pedagogical, military model that does not adequately address the 
skill, knowledge or attribute requirements of police working in the current societal context.  
The second key criticism of general police training in democracies is linked to the first – that the 
traditional approach to training is no longer a suitable, relevant or effective mechanism for adult 
learners (Birzer, 2003; Glasgow & Lepatski, 2012; Vodde, 2012). As discussed in Chapter 2, 
research in the adult education and training domain over the last 60 years has consistently 
highlighted the differences between child and adult learners and that adult learners differ from one 
another in how they learn, retain information and apply learned skills. Critics of the traditional 
approach to police training (Birzer, 2003; Birzer & Tannehill, 2001; Holden, 1994; Vodde, 2012) 
argue that ‘police academies (and the training they deliver) that are structured along military lines 
are archaic and dysfunctional….they teach the wrong lessons for the wrong reasons’ (Holden, 1994, 
pp. 282-286). Further, ‘the linear, prescriptive, and autocratic nature’ (Vodde, 2012, p. 28) of the 
traditional approach to training inhibits both the learner and the achievement of desired learning 
outcomes (Birzer, 2003; Chappell, 2007; Vodde, 2012). 
The limitations associated with the traditional/military model of training in a policing context has 
spurred a general, philosophical shift towards the adoption of a more andragogical approach 
(Glasgow & Lepatski, 2012; Vodde, 2012). In line with the suggestions made by education and 
training theorists such as Knowles (1980), Kolb (1984) and Houle (1996), police researchers have 
increasingly recognised the value to be gained in treating police officers as adult learners (Birzer, 
2003; Birzer & Tannehill, 2001; Vodde, 2012). According to Vodde (2012), the adoption of an 
adult-based, andragogical training methodology by police would serve ‘the needs and interests of 
the recruit, the police organisation, and that of a changing and sophisticated society’ (p. 28). 
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Movement away from didactic instruction to incorporate discussions, simulations, role-plays and 
practical, hands-on, problem-based learning activities would better engage the adult learner, 
increase motivation to learn and enhance retention of knowledge and skills (Vodde, 2012). With ‘a 
more holistic, integrative, collegial, collaborative, and responsive approach to training’ (Vodde, 
2012, p. 28), andragogy offers the police officer ‘a more dynamic approach to learning’ (Birzer & 
Tannehill, 2001, p. 238). 
The police science literature also recognises the reasons why many police organisations remain 
anchored to a traditional, pedagogical, military approach to training. The most cited reasons are 
associated with resource limitations, competing budgetary priorities and cultural inertia regarding 
change (Birzer & Tannehill, 2001; Bradford & Pynes, 1999; Glasgow & Lepatski, 2012; Goldstein, 
1990; Mahoney & Prenzler, 1996; Marenin, 2004; McGory & Treacy; 2012; Vodde, 2012). 
Cioccarelli (1989), writing about the Australian context, suggests that organisational attitudes to the 
overall value of training are also important. Too often, recent graduates receive the advice of 
experienced officers ‘to forget that academy stuff’ (Cioccarelli, 1989, p. 41) which devalues 
training in the eyes of the novice and impacts negatively on the transfer and application of learned 
skills (Baldwin & Ford, 1988). In an organisation that places limited value on formal training, 
preferring to ‘learn on the job’, the challenges associated with designing, developing and delivering 
appropriate and effective training are compounded (Birzer, 2003; Bradford & Pynes, 1999; Chan, 
1997; Christie, Petrie, & Timmins, 1996; Cioccarelli, 1989; Vodde, 2012). 
3.3 Core Skills Required For Investigative Interviewing 
The police science literature agrees that well-developed communication and interpersonal skills are 
a key requirement of a police officer to function effectively in the 21st century (Birzer, 2003; 
Goldstein, 1990; Rand, 1975; Vodde, 2012). These skills are just as important to volume crime 
investigators (O’Neill, 2011; O’Neill & Milne, 2014) as they are to detectives dealing with complex 
crimes (Fahsing & Ask, 2016; McGurk, Platton, & Gibson, 1994; Tong & Bowling, 2006; Westera 
et al., 2016). Similar agreement exists across the investigative interviewing literature, but a greater 
degree of specificity exists as to which particular skills are likely to lead to successful interview 
outcomes. Whether interviewing a suspect, victim or witness of a crime and regardless of the 
complexity of the circumstances surrounding the crime, the investigative interviewer requires 
particular communication and interpersonal skills to be effective (Bull, 2013; Cherryman & Bull, 
2001; (Fahsing & Ask, 2016; Milne & Bull, 1999; O’Neill & Milne, 2014; Poole & Lamb, 1998). 
Identifying the essential skills of a forensic interviewer, Powell (2002) summarises the broad 
international consensus that has been achieved as follows: 
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Overall, experts recommend that interviewer’s questions need to be matched to the 
interviewee’s communicative abilities, rapport needs to be established while making 
the process of the interview clear, suggestive/leading questions and other coercive 
practices should be avoided, and the interviewer needs to be open minded and to test 
alternate hypotheses about what occurred. (p. 45) 
Similarly, Cherryman and Bull (2001) in their research of skills required to conduct specialist 
investigative interviews4 identify listening, preparation, questioning, knowledge of subject, 
flexibility, open-mindedness, rapport, compassion and empathy as important. Like Powell (2002), 
Cherryman and Bull (2001) acknowledge that the skills required for specialist investigative 
interviewing are just as applicable and necessary for standard interviews with suspects, witnesses 
and victims. 
Other researchers in the field of investigative interviewing (Bull, 2013; Gordon, 1975; Gudjonsson, 
2002; Irving, 1980; Milne & Bull, 1999; Williamson, 2006) have identified that certain behaviours 
and attitudes of the interviewer will have a marked, positive effect on interview outcomes. Most 
commonly referred to as the possession of an ‘investigative mindset’, this attitudinal positioning of 
the interviewer is seen as a key enabler to effective interview outcomes (Bull, 2013; Williamson, 
2006). An associated requirement for effective investigative interviewing, reinforced by its 
inclusion as the initiating component of the PEACE model, is planning and preparation on the part 
of the interviewer (Bull, 2013; Milne & Bull, 1999; Williamson, 2006). 
The QPS Investigative Interviewing Manual (2012), which was developed from UK doctrine, 
identifies four core skills as central to successful investigative interviews: (1) planning and 
preparation, (2) establishing rapport, (3) active listening, and (4) effective questioning (QPS, 2012b, 
p. 11). This manual is provided to QPS recruits as they undertake Level 1 Investigative 
Interviewing Training to supplement theory instruction on the course and for subsequent use as a 
reference and guide when the uniformed officer graduates to the police workplace. 
Based on an examination of investigative interviewing literature and the training manuals in use by 
the QPS, for my research undertaking I selected six core skills to observe and analyse for their 
relative emphasis in QPS training. The six core skills are described below with supporting literature 
in parentheses. 
                                                
4 Cherryman & Bull (2001) define a specialist investigative interview as one that ‘requires skill 
beyond the realm of ‘everyday’ investigative interviewing. This might be because of the nature of 
the interviewee (for example, the interviewing of a vulnerable person), because of the specialist 
knowledge required (for example, a fraud case), or because the crime is very serious.’ (Cherryman 
& Bull, 2001 p. 203). 
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(1) Qualities of an Investigator. Qualities that assist in the conduct of effective and efficient 
interviews and result in accurate, court-admissible information (Bull, 2013; Fahsing & Ask, 2016; 
Gordon, 1975; Gudjonsson, 2002; Irving, 1980; Milne & Bull, 1999; Williamson, 2006). 
(2) Interview Planning. Considerations necessary to ensure that each interview is tailored to the 
individual interviewee and specific case requirements (Bull, 2013; Milne & Bull, 1999; Ord, Shaw, 
& Green, 2012; Williamson, 2006). 
(3) Rapport Building. Rapport between the interviewer and interviewee facilitates willingness to 
engage in conversation and positively influences the flow of information from the interviewee 
(Driskell, Blickensderfer, & Salas, 2013; Ord et al., 2012; Powell, 2002; Powell et al., 2009; St-
Yves, 2012; Vallano & Compo, 2011; Walsh & Bull, 2012). 
(4) Active Listening. A way of listening and responding to another person that improves mutual 
understanding (Brownell, 1986; Gordon, 1975; Helgesen, Brown, & Brown, 1994; Ord et al., 2012; 
Powell, 2002; Powell et al., 2009). 
(5) Questioning Techniques. The use of appropriate techniques will elicit more information from 
the interviewee that is accurate and complete (Bull, 2014; Griffiths et al., 2011; Milne & Bull, 1999; 
Ord et al., 2012; Powell et al., 2005). 
(6) Critical Thinking. These skills include observation, analysis, interpretation, reflection, 
evaluation, problem solving and decision-making (Fahsing & Ask, 2016; Fisher & Gieselman, 
1992; Powell et al., 2005; Warren et al., 1999; Yuille, Marxsen, & Cooper, 1999). 
These six core skills are used as a benchmark for my observation, data collection and analysis 
regarding QPS investigative interviewing training. My methodology surrounding the use of these 
six core skills is described in Chapter 4 and my findings from observing QPS Level 1 and Level 2 
training are detailed in Chapter 5. 
3.4 Comparison of International Approaches to Police Interview Training 
Significant differences of approach exist between the US and the UK in relation to police 
interrogation/interview methodologies. In the US the preferred approach when dealing with a 
criminal suspect is founded on the principles, questioning strategies and methodologies first 
presented in Inbau and Reid’s (1962) Criminal Interrogation and Confessions (cited in Kassin et 
al., 2007). Subsequently known as the Reid Technique, this accusatorial approach to 
interviewing/interrogation has been widely incorporated into police training manuals throughout US 
law enforcement agencies (Kassin et al., 2007). In the UK (and a host of European and 
Commonwealth countries), the preferred approach when dealing with a criminal suspect, witness or 
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victim of crime is the PEACE approach (Bull, 1999a). This inquisitorial approach to interviewing 
fundamentally differs to the Reid Technique in that it is not confession-centric or reliant on the 
application of psychological pressures to elicit information from the subject of the interview (Bull, 
1999a; Milne & Bull, 1999). 
Training in the Reid Technique also differs to the PEACE model in the way it is delivered 
(Buckley, 2000). Rather than being incorporated into police academy training regimes or delivered 
by serving law enforcement officers, the technique is taught in seminars and workshops by John E. 
Reid and Associates Inc (Buckley, 2000). This private company offers a suite of training packages 
that vary in duration and the level of sophistry of their content depending on the client’s 
requirements (Kassin et al., 2007; Lassiter, 2004). The bulk of training-related research associated 
with the Reid Technique is centred on the trained officers’ ability to accurately distinguish between 
truthful and deceptive statements (Leo, 1996a) and the use of interrogation tactics to elicit 
confessions as suggested in training manuals (Leo, 1996b). As Kassin and associates (2007) 
highlight, training is but one of many research areas requiring increased attention in the US police 
interrogation/interviewing realm: 
Although the number of interrogation manuals and programs has increased over the last 
forty years, one cannot determine from them what constitutes common police practices 
(Kassin et al., 2007, p. 382). 
The research literature is very quiet regarding the efficacy of the Reid Technique training 
methodology and its use of seminars and workshops delivered by Reid and Associates. Beyond self-
generated platitudes associated with the high quality of Reid-delivered training on the company 
website, there is no evidence-based research that points to the success or failure of this approach.5 
Unlike the contracted solution to training adopted in the US, those countries employing the PEACE 
model generally utilise an in-service training solution. With the exception of Norway, that 
incorporates investigative interviewing training into its three-year university-based program, most 
other European and Commonwealth countries use a structured, intensive training approach. 
Generally packaged into modules focussing on witness/victim and suspect interviewing, both 
foundation and specialist training is delivered by police training staff in an academy environment. 
Modules differ in length, complexity of concepts conveyed and opportunities to practice taught 
                                                
5 Presentations by US law enforcement officers and US researchers at the 2017 International 
Investigative Interviewing Research Group (IIIRG) Conference, that I attended, highlighted on-
going tensions amongst US agencies regarding the efficacy of the Reid Technique and whether a 
contracted training solution is appropriate or effective. 
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skills depending on the knowledge and skills standards required of a graduate from that particular 
level of training. This is the approach to training delivery adopted by the QPS and, therefore, is the 
focus of my research. 
3.5 Evaluations of PEACE Investigative Interviewing Training 
The PEACE Model is now embedded as the preferred approach to investigative interviewing in the 
UK and is employed by many European nations and Commonwealth countries such as Australia 
and New Zealand. Extensive research has been undertaken in these countries in relation to the 
PEACE Model with a primary focus on improving the standard of questioning techniques employed 
by the interviewer. While training in investigative interviewing core skills has undoubtedly 
benefited from the insights provided through this research effort, training as an enabler of capability 
has received comparatively limited attention. The remainder of this literature review focuses on the 
evaluations of PEACE training that have occurred in the UK and highlights other training-related 
research foci that have contributed to the general understanding of what constitutes effective 
investigative interviewing training. 
Prior to the introduction of PACE in 1992 and the associated audio recording of suspect interviews, 
access to interview materials in the UK was severely limited for researchers (Cherryman & Bull, 
2001). According to Cherryman and Bull (2001), researchers were viewed by police with general 
suspicion and the preferred approach to the development of policing capability was largely 
considered an internal, organisational concern. Those few researchers granted access (for example, 
Baldwin, 1992; Irving & McKenzie, 1989; Stockdale, 1993) noted a generally poor quality of 
investigative interviews. While the researchers also noted a general acceptance amongst police 
officers that there was a need to improve standards of performance, formal training was not 
identified as being part of the solution (Baldwin, 1992). Such ambivalence to training amongst 
police in the mid-1980s in the UK is encapsulated by Eric Shepherd: 
Traditionally the police service has an ambivalent view towards training. In simple 
terms ‘experience’ is seen as the teacher – and formal training is considered ‘not 
real’, ‘a waste of money’, and detracts from ‘learning on the job.’ (Shepherd, 1986, 
p. 329) 
The extent to which this organisational ambivalence towards training and its perceived value has 
changed over the last 30 years, and whether such an observation can be more generally applied to 
police services worldwide, are issues worthy of debate and further research. However, it is 
noteworthy that this was the climate confronting the PEACE Model upon its emergence in the UK. 
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Two major reviews of training in the PEACE Model – pre operational rollout and post rollout to 
forces in England and Wales – were to play a major role in shaping the future structure and content 
of investigative interviewing courses. Barry McGurk, Michael Carr and Debra McGurk, working on 
behalf of the Home Office and the Association of Chief Police Officers (ACPO), conducted an 
evaluation of the pilot PEACE training course prior to roll-out to serving officers. The effectiveness 
of the course was examined by contrasting the interviewing performance of four groups of students 
who participated in the pilot training with control groups that had not received the training (McGurk 
et al., 1993). Although the purposive selection of research participants may have influenced the 
results of the study, the findings were nonetheless important to the refinement of the course before 
national roll out. Written tests of interviewing knowledge and task performance assessments using 
simulated and operational interviews were carried out before the course, immediately afterward and 
six months later (McGurk et al., 1993). The major findings from the evaluation were: 
Overall, the pilot training course was judged to be successful. Students’ knowledge 
increased and their interview skills were significantly enhanced. The improvement 
was sustained over a six-month period compared to the performance of the control 
group which, over the same period, was subject only to routine work experience. 
(McGurk et al., 1993, p. v) 
The McGurk, Carr & McGurk evaluation validated the effectiveness of the pilot training design and 
it was subsequently rolled out on a national basis to operational police in England and Wales. The 
training not only included tuition and practice on interviewing witnesses, victims and suspects but 
also incorporated mechanisms for post-training development of skills for suspect interviewing via 
workplace assessment and supervision (Clarke & Milne, 2001). By 1998, approximately 70% of 
officers in England and Wales had received PEACE training and 49% of forces had adopted a 
supervision of interviewing policy (Clarke & Milne, 2001). 
However, following national rollout, concerns emerged that PEACE training was not having the 
positive impact on workplace interviewing performance that was originally envisaged and that 
supervisory practices were not effective in maintaining or developing the skills acquired in the 
training (Clarke & Milne, 2001). Colin Clarke and Rebecca Milne were subsequently engaged by 
the Home Office to undertake an evaluation of the impact of PEACE training on interviewing 
performance with suspects, victims and witnesses and the impact of supervision on the use of 
acquired interviewing skills with suspects (Clarke & Milne, 2001). Using a sample from six forces 
across England and Wales, 177 interviews with suspects and 75 interviews with witnesses or 
victims were evaluated, with uneven results emerging (Clarke & Milne, 2001). While there were 
some positive effects noted in relation to training in suspect interviewing and workplace 
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supervision, the overall standard of witness/victim interviewing was assessed to be poor (Clarke & 
Milne, 2001). The comprehensive and wide-ranging recommendations to improve PEACE training 
and workplace supervision of interviewing performance – including training design to improve 
skills transference, a balance of training focus on suspect interviewing and witness/victim 
interviewing, and refresher training and the development of supervision instruments – were to have 
a significant and lasting effect on the future form and function of investigative interviewing 
training. Beyond the UK, the key beneficiaries of the Clarke and Milne evaluation were the 
Commonwealth police agencies that subsequently adopted the PEACE Model. While the PEACE 
Model would continue to be scrutinised by both practitioners and researchers over the ensuing years 
and would evolve with the incorporation of alternative learning strategies in support of a residential 
delivery format, the Clarke and Milne study would form a validation cornerstone. 
Significant input to the ongoing development of investigative interviewing training was being made 
by other researchers and academics during this formative period. Whether their contributions were 
in the form of research studies or seminal publications, the first decade of the 21st Century was 
characterised by sustained academic interest in investigative interviewing and an associated 
proliferation of literature. Three publications to emerge during this formative period – Bull (1999a), 
Milne & Bull (1999) and Williamson (2006) – stand as cornerstone references for practitioners and 
academics alike. These three academics, in close cooperation with police practitioners in the UK 
and abroad, have had a significant and enduring influence on many aspects of the investigative 
interviewing discipline, including training. 
Powell, Fisher and Wright (2005) also made an important and enduring contribution to the general 
understanding of investigative interviewing training and the elements that contribute to effective 
training outcomes. They articulated the common elements of a good investigative interviewing 
protocol as ‘(1) a good rapport between the interviewer and the interviewee, (2) a clear description 
of the interviewer’s investigative needs, (3) an open-ended questioning style, and (4) a willingness 
to explore alternative hypotheses’ (Powell et al., 2005, p. 13). 
In order to address shortfalls in investigative interviewing training programs identified by 
evaluation research – particularly those associated with limited improvement in questioning 
techniques – Powell, Fisher and Wright (2005) identified core elements that should be considered in 
the design, development and delivery of formal training. Along with the use of a structured 
interview protocol, the core elements likely to positively influence training outcomes and 
interviewer performance in the long term were identified as: ‘(1) distribution of training 
(incorporating practice) over time, (2) expert instruction and feedback, (3) exemplars of good 
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practice, and (4) participants’ motivation to improve their own performance’ (Powell et al., 2005, p. 
32). 
While the Powell et al. (2005) research focused primarily on formal training associated with 
witness/victim interviewing techniques (the Cognitive Interview), their findings and suggestions to 
improve training outcomes and skill transference to the workplace are also directly applicable to 
suspect interviewing techniques (Conversation Management). In identifying the core elements of 
training success, however, the researchers acknowledged that further research was required to 
establish the relative effectiveness of these elements. Powell et al. (2005) also recognised that 
successful changes to training design, development and delivery hinge on obtaining and 
maintaining organisational support. They further suggested that this important linkage between the 
individual (as the trainee and the interviewer) and the organisation (the training environment and 
the workplace) is key to skill acquisition and transfer: ‘Organizational change in line with 
specialised training (that incorporates empirically proven and cost-effective strategies) would 
thereby maximise the acquisition and transferability of learned skills to the police workplace 
environment’ (Powell et al., 2005 p. 37). Powell, Fisher and Wright (2005) stressed a need for on-
going research into the efficacy of PEACE training regimes, the relative effectiveness of various 
approaches to training and cost-effective strategies to promote change in police organisations. 
3.6 Reactive and Proactive Evaluation Studies 
In the lead-up to and immediately following the rollout of the PEACE training model in the UK, 
many researchers (Aldridge & Cameron, 1999; Bull & Milne, 2004; Gudjonsson, 2002; 
Williamson, 1993; Yuille, 1986) were emphasising the importance of training to interviewing skill 
acquisition and development. Coupled with this emphasis on the fundamental need to train officers 
in complex interviewing skill-sets, other researchers were examining training from various 
perspectives and foci. Smets & Pauwels (2010) identified two types of training evaluation studies 
that were occurring in the investigative interviewing discipline around this time – reactive and 
proactive. Reactive studies (Aldridge & Cameron, 1999; Memon, Milne, Holley, Kohnken, & Bull, 
1994; Sternberg, Lamb, Davies, & Westcott, 2001; Sternberg, Michael, Esplin, & Baradaran, 1999; 
Warren et al., 1999) examine the effects of formal training programs and whether taught interview 
methods and techniques are acquired and integrated into everyday practice (Smets & Pauwels, 
2010). Proactive studies (Fisher, Geiselman, & Amador, 1989; George & Clifford, 1992; Lamb et 
al., 2000; Orbach et al., 2000; Sternberg, Lamb, Orbach, Esplin, & Mitchell, 2001; Sternberg et al., 
1999) focus on the impact of using innovative educational techniques coupled with expert feedback 
and post-training supervision to optimise learning outcomes and improve interview performance 
(Smets & Pauwels, 2010). 
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Another distinction that differentiates research undertakings in investigative interviewing training is 
the type of interviewee involved. Two ‘camps’ of researchers can be identified within the 
investigative interviewing discipline – those with a professional preference for matters associated 
with suspect interviewing and those that focus on witness and/or victim interviewing. While by no 
means a divide that cannot (and has not) been straddled by some researchers (Williamson, Bull, 
Clarke, Milne, Kebbell and Griffiths most notably), this professional preference tends to see 
researchers stay ‘within their lane’. As a consequence, both controlled experiments and pre-
training/post-training evaluations of SKA uptake tend to be geared towards either suspect or 
witness/victim interviewees. In the broader investigative interviewing literature, suspect-focussed 
researchers (Baldwin, 1994; Clarke et al., 2011; Dixon, 2010; Griffiths & Milne, 2006; Griffiths, 
Milne & Cherryman, 2011; Gudjonsson, 2003; Gudjonsson & Pearse, 2011; Kassin & Gudjonsson, 
2004; Meissner, Redlich, Bhatt, & Brandon, 2012; Moston & Engelberg, 1993, 2011; Moston & 
Fisher, 2007; Moston, Stephenson, & Williamson, 1992; Stephenson & Moston, 1994; 
Vandehallen, Vervaeke, Mulleners, & Michaux, 2013; Vrij, & Granhag, 2014) have generated 
important insights regarding the efficacy of particular questioning techniques, false confessions, the 
impacts of recorded interviews, the recognition of cues to deception, and the elicitation of 
information to prove an offence. Equally, witness/victim-focussed researchers (Aldridge & 
Cameron, 1999; Cederborg, Alm, Lima da Silva Nises, & Lamb, 2013; Clifford & George, 1996; 
Cyr & Lamb, 2009; Dando, Wilcock, & Milne, 2009; Fisher, 1995; Lamb et al., 2000; Memon, & 
Kohnken, 1992; Orbach et al., 2000; Powell, 2002, 2008; Powell, Hughes-Scholes, Smith, & 
Sharman, 2014; Powell & Wright, 2008; Powell et al., 2009; Sternberg, Lamb, Davies, et al., 2001; 
Sternberg, Lamb, Orbach et al., 2001) have made invaluable contributions to the understanding of 
enhancing recall in vulnerable interviewees, best-practice methodologies to obtaining a full account 
of the event in question, the importance of open-ended question usage and the centrality of rapport 
building and active listening on the part of the interviewer. But there remains a significant gap in 
the investigative interviewing literature, particularly in training-related studies and publications, in 
which the perspectives and insights of the two research camps are brought together. The danger of 
such ‘stove-piped’ research is a lack of cross-pollination or synthesis of findings across the 
discipline. 
The need for formal training in questioning techniques and appropriate interviewer behaviours to 
improve interviewing outcomes was a common theme and strongly voiced message coming from 
both research camps during the first decade of the 21st Century. Often, however, research findings 
emerging from reactive and proactive training evaluation studies conducted during this period were 
not well received amongst police, who placed more value on learning on the job courtesy of 
observing the practices of older colleagues (Smets & Pauwels, 2010). As Powell, Fisher and Wright 
  44 
(2005) summarised, a decade after the rollout of PEACE training, there remained significant 
concerns with its effectiveness: 
Evaluation research converges on the discouraging conclusion that (even after 
receiving explicit training in the use of open-ended questioning techniques) 
investigative interviewers tend to use predominantly short-answer questions with 
few pauses and an excessive number of closed and leading questions….Larger scale 
evaluations conducted in the United Kingdom and United States have also 
demonstrated the ineffectiveness of short-term intensive training in improving the 
effectiveness of investigative interviewers. (pp. 22-23) 
But Powell et al. (2005) also acknowledged that research, primarily in the realm of witness/victim 
interviewing (Fisher et al., 1989; George & Clifford, 1992; Griffiths & Milne, 2010; Lamb et al., 
2002a; Lamb et al., 2000; Orbach et al., 2000; Sternberg, Lamb, Davies et al., 2001; Sternberg, 
Lamb, Hershkowitz, Orbach, & Esplin, 1997; Sternberg et al., 1999), demonstrates that improved 
interviewing techniques can be achieved through formal training. The net result is a significant and 
enduring challenge for investigative interviewing training designers – how to balance the equally 
important elements of suspect and witness interviewing in a common program in a time-constrained 
and resource-restricted environment. 
3.7 Alternative Approaches to Intensive Training Delivery 
The value of training incorporating opportunities to practice distributed over separate sessions has 
been recognised by some researchers in the field (Lamb et al., 2002; Powell et al., 2005; Sternberg 
et al., 2001) and this finding is supported by other independent research studies (Donovan & 
Radosevich, 1999). Despite these findings most investigative interviewing training programs are 
structured as a single intensive session over several days (Powell, 2002). Lamb and colleagues 
(2000 & 2002) have argued that enduring improvements in the quality of investigative interviews 
are observed only when training is distributed over time.  In a follow-on study, Myklebust & 
Bjorkland (2006), examined the effects of a distributed, long-term learning approach used at the 
Norwegian Police University College (theoretical instruction and practice of acquired skills over 
three years) on the quality of interviews conducted with child witnesses and victims. They 
concluded that a distributed, long-term approach to training alone was not sufficient to improve the 
quality of interviews – other factors such as supervision of interviews, deliberate practice in specific 
skill use and adopting a team-based approach to investigative interviewing of children should also 
be considered. In a recent study, Heidt, Arbuthnott and Price (2016) examined the effects of spaced 
training (one two-hour session versus two one-hour sessions) on performance of the Enhanced 
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Cognitive Interview technique. These researchers concluded, in support of Lamb and colleagues 
(2000 & 2002), that there is strong education, cognitive and neuropsychological research support 
for spacing training and ‘if distributed learning principles are utilised then interviewing practices 
could benefit’ (Heidt et al., 2016 p. 59.) As Powell, Fisher and Wright (2005) have observed, formal 
evaluations of prominent training courses around the world, regardless of duration, have typically 
been critical of attempts to teach ‘too much too quickly’ (p. 33). Powell et al. (2005) draw the 
conclusion that practicalities associated with financing, resourcing and time constraints are the 
principal drivers for police persisting with the scheduling of one-off, intensive training programs 
that are delivered, most commonly, in a residential (Academy) setting. 
In recent years, the efficacy of alternative approaches to training investigative interviewers has 
gained some research traction. For example, Pompedda and colleagues (2017) experimented with 
the use of computer-generated avatars in simulated child sexual abuse interviews and found that 
there are potential benefits for the training of specialist investigative interviewers using this type of 
technology. Powell, Guadagno and Benson (2016) evaluated the effectiveness of a series of online 
computer-based learning activities to encourage open-ended question use amongst investigative 
interviewers of children. Benson and Powell (2015a) also found that interactive, computer-based 
learning activities provided viable alternatives to traditional classroom-based training systems for 
investigative interviewers. But as Benson and Powell (2015b) acknowledge, while there are 
evidence-based benefits associated with e-learning that is conducted in a distributed fashion, it is 
not the panacea solution to traditional training problems:  
Despite unanimous support for the new training programme, three challenges were 
identified: limited allocated work time to complete the training, conflicting work 
practices arising from staggered course enrolment, and difficulties associated with 
computer and technical skills. These organisational challenges must be addressed to 
ensure that any future evaluation of the programme on skill performance provides a 
true indication of the programme’s impact on skill development. From a managerial 
perspective, organisational challenges need to be addressed in order to maximise the 
accessibility, completion and long-term success of an e-learning training model for 
interviewers. (Benson & Powell, 2015b, p. 63) 
These organisational challenges – time availability, competing priorities and resource constraints – 
repeatedly feature in the literature as ongoing, causal reasons for both training failures and poor 
interviewing practice in the police workplace. 
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3.8 Supervision, Performance Feedback, Mentoring and Coaching 
Supervision of the trained interviewer and the value of on-going performance feedback, workplace 
mentoring and coaching of the individual have also received significant research focus. Even prior 
to the rollout of the PEACE training model, the importance of workplace supervision of both novice 
and experienced investigative interviewers was generally acknowledged (Shepherd, 1986; 
Stockdale, 1993). Numerous studies following PEACE operationalisation (Lamb et al., 2002; 
Myklebust & Bjorklund, 2006; Orbach et al., 2000; Powell et al., 2008; Sternberg, Lamb, Esplin, 
Orbach, & Herschowitz, 2002; Vanderhallen et al., 2013) have concluded that the provision of on-
going performance feedback by experienced interviewers assists with the maintenance and 
development of interviewing skills in recently trained individuals. Wright & Powell (2006, 2007) 
support this general conclusion regarding the importance of workplace supervision and performance 
feedback and add that these are significant enablers to effective transfer of interviewing skills from 
the training environment to the police workplace. Smets & Pauwels (2010) and Smets (2012) go 
further with their advocation for the development of an individual coaching program to develop and 
optimise the interviewer’s skills. Smets & Rispens (2014) additionally examined the notion of 
investigative interviewing coaches being sourced either internally by the policing organisation or 
externally from subject matter experts. But, similar to the findings associated with the challenges 
associated with the utilisation of distributed and computer-based training initiatives, Smets & 
Pauwels (2010) acknowledged that there are practical and cultural hurdles to be addressed with 
individual coaching: 
it seems worthwhile to see the individual coaching project as a logical follow-up 
programme and to integrate it in the everyday police practice following, for example, 
a conceptual training. Although we might ask ourselves whether such a 
reorganisation is financially viable and realistic? Furthermore the question may arise 
whether the police are ready for such a mentality change? (pp. 677-678) 
The question of acceptability of suggested training designs and post-training skill management 
regimes to police is a central concern. Across the spectrum of training-related research studies – 
both exploratory and evaluative – a common theme that emerges is the need for police to actively 
engage in the development of appropriate training and supervision strategies. Police interviewers, 
who ‘are not the easiest people to train, especially when they have already gained experience 
throughout their policing years’ (Chan, 2008, cited in Smets & Pauwels, 2010, p. 677), must be 
convinced of the efficacy and utility of the proposed training and supervision regimes. If such 
proposals do not take into account the financial and resource constraints or time pressures and 
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competing priorities that characterise the policing profession, there is little likelihood that they will 
be accepted for use. 
3.9 Australian Research in Investigative Interviewing Training 
In comparison to the UK and European research efforts, Australian-based enquiry in this domain 
has been limited. This is not to de-value the significant contributions of Australian scholars such as 
David Dixon (2006, 2010), Tracey Green (2012), Mark Kebbell (1998, 1999), Stephen Moston 
(1992, 1993, 2007, 2011, 2013), Brian Ord (2012), Martine Powell (2000, 2002, 2005, 2008, 2009, 
2014, 2016) and Nina Westera (2016). Either singularly, or in concert with colleagues, these 
Australian researchers6 have made significant contributions to the evidence-based understanding of 
investigative interviewing. However, in terms of research that has evaluated the effectiveness of 
investigative interviewing regimes, as delivered by federal, state or territory police organisations in 
Australia, there is a noticeable gap. 
According to Moston (2013), poor relations between academics and police has resulted in little 
primary research being undertaken in Australia relating to investigative interviews with suspects: 
research has tended to focus on perceptions of the interviewing process, with studies 
exploring the views of judges, prosecutors, defence lawyers, police officers, the 
public and even defendents (e.g Dixon 2006; Moston & Fisher 2006; Kebbell et. al 
2006). The reasons for this particular focus are complex, but centre on a deep-seated 
distrust (in both directions) between academics and police officers. (Moston, 2013, 
p. 3) 
A great deal of primary research has been conducted, with the active engagement of Australian 
police, to improve the quality of investigative interviews conducted with witnesses and victims of 
crime – particularly those with vulnerable subjects such as children. While it is possible that the 
distrust that Moston attributes to poor collaboration between academics and police has also 
extended into the training realm, this was not my experience as an external researcher. As I discuss 
in more detail in Chapter 4, my dealings with the QPS – whether management, trainers, trainees or 
officers in the workplace – were consistently characterised by willing engagement, open discourse 
and frank insights. My overwhelming impression was of an organisation that is keen to improve the 
quality of its investigative interviewers and recognises that high-quality foundation and specialist 
training is a key enabler to the achievement of that goal. 
                                                
6 This list of Australian researchers involved in the investigative interviewing domain is not 
exhaustive and is based purely on the selected individuals’ key training-related publications where 
he/she is listed as the lead author.  
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As Hill & Moston (2011) have identified, Australian-based studies of investigative interviewing 
primarily focus on perceptions of interviewing effectiveness on the part of the police interviewer. 
Laurence Alison and Joanne Howard, for example, researched attitudes towards investigative 
interviewing and operational practices amongst South Australian Police officers (Alison & Howard, 
2005). Adrian Scott and colleagues (2013) studied the perceptions of newly-recruited personnel in 
the Western Australia Police towards ‘existing’ and ‘trained’ interviewing skills in the context of 
recruit training. Jade Hill and Stephen Moston undertook a comprehensive (n = 2769) study of 
Queensland Police officers’ attitudes towards investigative interviewing training and supervision, 
the importance of investigative interviewing, and operational skills and competence (Hill and 
Moston, 2011). But, as Hill & Moston (2011) observed: 
Consideration also needs to be given to the development of investigative 
interviewing training frameworks that focus on the experience, skills and previous 
training of each officer. Moreover, interviewing needs to be recognised as a skill 
requiring regular maintenance, monitoring and evaluation. (p. 72). 
Hill and Moston (2011) point to a similar research gap identified by Powell, Fisher and Wright 
(2005). Investigative interviewing training needs to be examined from a holistic perspective in 
which skill acquisition, transfer and application are considered in relation to each other. 
Consideration of the trainee-related, training-related and workplace-related factors that enhance or 
limit effectiveness should also form part of any such enquiry. 
3.10 Summary 
Research in the field of investigative interviewing has predominantly been undertaken with a view 
to improving the questioning techniques employed by police. The underlying aim of the research 
has been to identify those techniques that most effectively elicit complete and accurate information 
from the interviewee in a legally compliant manner. Training-related research has, traditionally, 
played a complementary but secondary role to the ‘main game’ of questioning techniques and the 
efficacy of interviewing protocols. This is not to say that the central importance of training to the 
achievement of desired performance outcomes has been ignored. In fact, there appears to be an 
increasing recognition throughout the discipline that improvements in the standard of questioning 
techniques and utilisation of best-practice interviewing protocols hinges on the quality of training 
received by the officer. 
Training-related investigative interviewing research, steered predominantly by cognitive, forensic 
and social psychologists, has most often been shaped by the scholar’s preference for enquiry in the 
realm of either suspect interviewing or witness/victim interviewing. While several early evaluations 
  49 
of PEACE training spanned the preferential divide, most research endeavours – whether focussed 
on training design, learning outcomes or ancillary considerations such as post-training supervision 
and skills maintenance – tend to be framed within a suspect or witness/victim interviewing context. 
Existing research also tends to focus specifically on a single component of the investigative 
interviewing skills acquisition – transfer – application journey. My study will add to the body of 
literature by adopting a generalised approach to enquiry that explores the enablers and inhibitors to 
effective skill acquisition, transfer and application across the spectrum of investigative interviewing 
contexts. 
  50 
Chapter 4: Methodology 
4.1 Introduction 
My research associated with investigative interviewing training is cross-disciplinary. I balance my 
disciplinary orientation between education (skill acquisition, transfer and application) and 
criminology (investigative interviewing in a purposively selected police service). According to 
Merriam (1998, p. 45), ‘the disciplinary orientation is the lens through which you view the world. It 
determines what you are curious about, what puzzles you, and hence, what questions you ask that in 
turn begin to give form to your investigation.’ My professional background in military intelligence 
training and intelligence interviewing practice directly influenced my decision to embark on this 
research journey. While already present courtesy of my military service, this disciplinary straddling 
required further development of ‘a tolerance for ambiguity’ (Merriam, 1998, p. 20) and an ability to 
‘adapt to unforeseen events and change direction in pursuit of meaning’ (Merriam, 1998, p. 21). 
When coupled with well-developed intuition (also referred to as sensitivity by some research 
methodology commentators) and strong communication skills, it became clear to me that adopting a 
qualitative approach to my research endeavour would provide the best methodological fit. 
My methodology comprises a generic qualitative design with an evaluative, single case study focus. 
My research has two distinct but complementary aims. First, I aim to better understand the linkages 
between trainee, training and workplace factors and their influence on the acquisition, transfer and 
application of investigative interviewing skills. Second, I aim to contribute to knowledge of best-
practice methods to acquire, transfer and apply investigative interviewing skills. Data collection 
comprising two techniques was undertaken in two phases – Phase 1: Participant Observation of 
Level 1 and Level 2 Investigative Interviewing Training delivered at the QPSA (Brisbane); and 
Phase 2: Semi-structured interviews with forty serving QPS officers in general duties and plain 
clothes investigative roles. Data collected during both phases were subsequently hand coded, 
thematically categorised and inductively analysed to allow for interpretation of meaning and 
judgement of process effectiveness. 
This chapter commences with a description of the theoretical framework that guided my data 
collection and analysis. The advantages and disadvantages associated with using a generic 
qualitative approach with a single, evaluative case study focus will then be addressed. The 
procedures followed to gain required ethical approvals will be outlined and my data collection and 
analysis techniques will be described in detail. The chapter will conclude with the steps taken to 
address the challenges associated with validity, reliability, generalisation and avoidance of 
subjectivity or researcher bias. 
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4.2 Theoretical Framework 
According to Merriam (1998), the theoretical framework for a research endeavour ‘is derived from 
the orientation or stance that you bring to your study. It is the structure, the scaffolding, the frame of 
your study’ (p. 45). As Denzin (1989, p. 23) has noted: ‘All researchers take sides, or are partisans 
for one point of view or another. Value-free interpretive research is impossible. This is the case 
because every researcher brings preconceptions and interpretations to the problem being studied.’ 
In the initial stages of my research, the stance that I adopted was strongly influenced by my 
professional background and experiences working as an instructor, training developer and, 
ultimately, commander of a military training institution. As detailed in Appendix 1, my knowledge, 
skills and attributes associated with training adults in specialist intelligence-related disciplines 
presented strengths and opportunities to enhance the quality of my research, but also weaknesses 
and threats that required active mitigation. From the outset, I sought to temper my predisposition to 
examine QPS training in investigative interviewing through a training consultant’s lens and to 
benchmark my observations against my experience of the military skills training and workplace 
application. Appendix 1 details the reflexive techniques that I employed to minimise this 
professionally-acquired bias in all aspects of my research. 
While my knowledge of adult training and intelligence interviewing provided a solid springboard to 
commence my research, it was not until I had immersed myself in the literature that a viable 
theoretical framework for my study emerged. My first objective was to conceptually understand the 
process involved in acquiring and applying core investigative interviewing skills to achieve 
specified task outcomes. This conceptualisation required immersion in both the adult education and 
training literature (learning theories and learning factors) and the investigative interviewing 
literature (interviewing core skills, interviewing methodology and interviewing goals). The resulting 
conceptual diagram, detailed at Figure 4.1, provided the theoretical framework supporting my 
observation of QPS Level 1 and Level 2 investigative interviewing training. 
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Figure 4.1 Investigative Interviewing Skill Acquisition and Application Pathway 
 
While this conceptual ‘process’ model was further refined and adapted for use as a data collection 
tool, it provided a useful way to understand the skill acquisition pathway and the influences on the 
achievement of desirable interviewing outcomes. 
As my research progressed, I realised that my Skill Acquisition and Application Pathway model had 
merit but it was insufficient in its recognition of the extensive range of inputs and impacts upon the 
whole acquisition – transfer – application process. It also failed to account for the impacting 
considerations associated with positive transfer of acquired skills from the training environment to 
the police workplace. Consequently, I re-visited the education literature to better understand these 
inputs, outputs and influencing factors. Drawing primarily on the Baldwin and Ford (1988) Transfer 
Model, described in Chapter 2, I developed my own Skills, Knowledge & Attributes (SKA) – 
Acquisition, Transfer and Application Model. This model, detailed at Figure 4.2, provided a 
supporting theoretical framework for data collection and analysis in Phase 1. It was most useful as a 
reference point during Phase 2: Semi-structured interviews with QPS officers, where I was most 
concerned with transfer and application of training-acquired skills. 
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Figure 4.2 Skills, Knowledge & Attributes (SKA) – Acquisition, Transfer and Application 
Model 
 
Together, these two theoretical process models, developed on the basis of existing research in the 
fields of adult education, educational psychology, training transfer and investigative interviewing, 
formed the theoretical framework for my data collection, analysis and writing. 
4.3 Generic Qualitative Design 
The relative merits of adopting a quantitative, qualitative or mixed methods approach to research 
continues to be strenuously debated across disciplinary domains. While some theorists suggest that 
‘the situation today is less quantitative versus qualitative and more how research practices lie on a 
continuum between the two’ (Cresswell, 2003, p. 4), notable preferences still exist. As a broadly 
drawn distinction, educational research has increasingly embraced qualitative approaches to inquiry 
whereas criminology continues to be heavily biased towards the efficacy of quantitative 
methodologies (Merriam, 1998; Tewksbury, Dabney, & Copes, 2010). In straddling these two 
disciplinary domains, I made a conscious decision to ‘choose the path less travelled’ in criminology 
and adopt a purely qualitative approach to my research endeavour. 
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According to Cresswell (2003), three considerations play into the researcher’s choice of 
methodological approach: ‘the research problem, the personal experiences of the researcher, and the 
audience(s) for whom the report will be written’ (p. 21). In all three regards, I felt that the adoption 
of a qualitative approach would provide the best ‘methodological fit’ for my research. My research 
problem – investigative interviewing skill acquisition, transfer and application – demanded an 
exploratory approach to elicit understanding and meaning. My previous professional exposure to 
intelligence collection and analysis techniques (detailed in Appendix 1) provided familiarity with 
qualitative data collection and inductive analysis. I also assessed that investigative interviewing 
researchers and trainers would appreciate richly descriptive qualitative findings. 
The qualitative research paradigm is most often labelled by a singular or multi philosophical 
orientation centred on phenomenology, ethnography and/or grounded theory (Holloway & Todres, 
2003; Kahlke, 2014). Increasingly, however, there is an acceptance that researchers may find 
themselves with research questions or studies that do not fit within the confines of an established 
methodology, and a generic qualitative approach offers a viable alternative approach (Caelli, Ray, 
& Mill, 2003; Merriam, 2009). Merriam (1998) has explained generic qualitative research in 
stating, ‘they simply seek to discover and understand a phenomenon, a process, or the perspectives 
and world views of the people involved’ (p. 11). Generic qualitative research tends not to declare 
allegiance to one of the specific approaches (ethnography, phenomenology, grounded theory, action 
research or feminist research) but rather adopts a broader, non-aligned position (Caelli et al., 2003; 
Crotty, 1998; Lim, 2011). The generic qualitative researcher can borrow and blend from established 
methodologies to draw on the strengths of those methodologies while maintaining a degree of 
flexibility that could be sacrificed with prescriptiveness (Kahlke, 2014; Merriam, 2009). While 
critics of the generic qualitative approach level accusations of it being ‘atheoretical’, ‘lacking 
rigour’ and being prone to ‘method slurring’ (Kahkle, 2014), proponents counter that focussed 
effort by the researcher to establish epistemological and theoretical congruence throughout the 
research study can counter such limitations (Caelli et al., 2003; Lim, 2011). In adopting a generic 
approach, I have endeavoured to abide by the essential characteristics of qualitative research 
specified by Merriam (1998, p. 11): ‘the goal of eliciting understanding and meaning, the researcher 
as primary instrument of data collection and analysis, the use of fieldwork, an inductive orientation 
to analysis and findings that are richly descriptive.’ 
4.4 The Case Study Method 
The qualitative researcher has a wide array of methods available to frame his/her endeavour. Most 
methodologists agree that experiments, surveys, archival analyses, histories, and case studies are the 
five major methodologies to choose from and that the research question is the key driver in 
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methodological choice (Berg, 2004; Gerring, 2009; Merriam, 1998; Stake, 1994; Yin, 2009). The 
case study method – most often labelled as single or multiple-case studies with an exploratory, 
explanatory, descriptive or evaluative focus – ‘is used in many situations, to contribute to our 
knowledge of individual, group, organizational, social, political and related phenomena’ (Yin, 2009, 
p. 4). The method involves ‘systematically gathering enough information about a particular person, 
social setting, event, or group to permit the researcher to effectively understand how the subject 
operates or functions’ (Berg, 2004, p. 251). It is the preferred method in qualitative research when 
‘(a) ‘how’ or ‘why’ questions are being posed, (b) the investigator has little control over events, and 
(c) the focus is on a contemporary phenomenon within a real-life context’ (Yin, 2009, p. 2). My 
selection of QPS investigative interviewing training as a single case study satisfies all of Yin’s 
identified criteria. My research questions, detailed in a later section of this chapter, are focused on 
‘how’ investigative interviewing training is delivered by the QPS and ‘how’ various factors impact 
on skill transfer and application in the police workplace. As an external researcher (not employed 
by the QPS), I had no control over the form, content or delivery of QPS investigative interviewing 
training, nor could I directly influence QPS workplace practices in terms of skill transfer or 
application. 
Other considerations impacting upon my decision to use the QPS as a single case study were largely 
based on administrative and logistic practicality. Being based in the same capital city as the QPS 
training facility and multiple suburban police stations provided distinct advantages (reduced travel 
costs and limited time imposts) and administrative/logistic convenience for data collection and 
liaison. While a comparative case study approach was initially considered – comparing QPS 
training practices and another Australian jurisdiction or another Commonwealth country – financial 
constraints of my candidature did not allow for interstate or overseas travel for data collection. 
Also, due to limited scheduling of QPS Level 2 training courses (often more than 12 months 
between courses at the QPSA), it was not possible to observe multiple iterations of the course under 
the same environmental conditions. 
Evaluative case studies ‘involve description, explanation and judgement (Merriam, 1998, p. 39). 
Kenny and Grotelueschen (1980) have suggested that the use of a case study approach is 
appropriate when the objective is to ‘develop a better understanding of the dynamics of a 
program…when it is important to be responsive, to convey a holistic and dynamically rich account’ 
(p. 5). I chose an evaluative case study approach because it provided the best ‘fit’ between my 
research aims, research questions and proposed data collection techniques. 
The case study method in qualitative research has received both staunch defence and criticism 
throughout the research methodology literature. Critics claim that case studies ‘often lack 
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rigor…provide little basis for scientific generalization….take too long and result in massive, 
unreadable documents’ (Yin, 2009, pp. 14–15). Even its advocates recognise that ‘using case 
studies for research purposes remains one of the most challenging of all social science endeavours’ 
(Yin, 2009, p. 3). Through an alignment of my research aims and research questions and through 
the use of well-considered data collection techniques and thorough inductive analysis of findings, I 
hope to demonstrate procedural rigor and to elicit both understanding and meaning in relation to the 
investigative interviewing skill acquisition–transfer–application process. 
4.5 Permissions and Ethical Observance 
In both the adult education and criminology disciplines, the obligations of the researcher to protect 
the rights, privacy and welfare of the people, communities and organisations that form the focus of 
their studies is of paramount concern (Berg, 2004; Merriam, 1998; Patton, 2002). In qualitative 
research, concerns associated with research ethics revolve mostly around various issues of harm, 
consent, privacy, and the confidentiality of data (Punch, 1994). 
Throughout my research, I actively sought to maintain a ‘do no harm’ ethical stance. The active 
measures that I took in support of this stance included: (1) gaining the approval of the QPS 
Research Committee to conduct my research; (2) gaining UQ Ethics Committee approval to 
conduct my research; (3) gaining the authority of senior QPS management to observe training and 
conduct interviews with QPS personnel; (4) gaining the verbal consent of training course 
coordinators to observe Level 1 and Level 2 training; (5) gaining the verbal consent and 
understanding of course participants that their identities would be anonymised and research data 
collected would be protected; (6) gaining the verbal consent of the Station Officer in Charge (OIC) 
to conduct interviews with his/her staff for research purposes; (7) gaining the verbal consent and 
understanding of interview participants that their participation was voluntary, that their cooperation 
would not be induced, that their identities would be anonymised and research data would be 
protected; and (8) securing all data collected on password protected computers or in lockable 
containers, at home and at UQ. 
Another important measure that supported my ‘do no harm’ ethical stance was declared 
transparency in my research objectives. At every opportunity, I explained to the subjects of my 
study that I was seeking to understand the skill acquisition–transfer–application process as it relates 
to investigative interviewing training in the QPS. I identified myself as a UQ PhD candidate and 
stressed that my aim was to objectively examine training delivery and police workplace practices in 
order to gain that procedural understanding. Above all, I sought to re-assure the subjects of my 
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study that my research was not, solely, for personal gain but (hopefully) would inform the future 
development of a critical component of policing capability in their organisation. 
4.6 Research Questions 
I developed two core research questions that became the focus for data collection in two separate 
phases: 
Research Question 1 (Phase 1 – Participant Observer in QPS Training): How does the QPS 
approach investigative interviewing skills training for uniformed and plain-clothes officers? 
Subset Question 1A: What adult learning theories and factors are observed and emphasised in QPS 
investigative interviewing training delivery? 
Subset Question 1B: Which core interviewing skills are emphasised and assessed for competencies 
in QPS investigative interviewing training delivery? 
Research Question 2 (Phase 2 – Interviews with QPS Officers): How do individual, situational 
and organisational factors influence the transfer and application of investigative interviewing skills 
in the QPS workplace? 
4.7 Data Collection Procedures 
Data collection was planned and conducted in two distinct phases, separated in time by 
approximately 12 months. In Phase 1, undertaken in August and September 2015, I was a 
participant observer of QPS Level 1 and Level 2 Investigative Interviewing training conducted at 
the QPSA (Brisbane). In Phase 2, undertaken in March and September 2016, I conducted 40 semi-
structured interviews with QPS uniformed and plain-clothes officers. The following sections detail 
the data collection procedures that I adopted in the two phases. 
 
4.7.1 Phase 1: Participant Observer – Level 1 and Level 2 Investigative Interviewing 
Courses 
I began my data collection through direct observation of investigative interviewing as it was 
delivered in the QPSA training environment. While I could have relied on detached content analysis 
of training materials or the application of surveys to training participants, I felt that contextual 
immersion through direct observation was likely to yield more fulsome data. As a lone observer, I 
accepted the potential for Common Method Variance to influence the results as detailed in Chapter 
5. I observed Foundation (Level 1) and Advanced (Level 2) training separately to better understand 
the progression of investigative interviewing skills training in the QPS. In observing both courses, I 
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was able to compare similarities and differences in the use of adult learning theories and the relative 
emphasis on core interviewing skills. 
Following receipt of approval to observe QPS training by the QPS Research Committee, my 
principal supervisor and I met with the QPSA Commander and her Principal Staff Officer to discuss 
the aims and objectives of my research. This was an important procedural step to gain senior 
management support for my undertaking. By obtaining ‘top-down’ support for my participation in 
the training, I was then able to engage with subordinate training staff more easily and provide 
assurance that my research activities were being undertaken ‘with the permission of the boss’. 
Direct liaison with the training coordinators for Recruit training (Level 1) and Detective training 
(Level 2) produced mutually convenient timeframes for me to observe the two courses. I also used 
these meetings to establish rapport with key training staff and to facilitate access to supporting 
training materials such as training manuals and assessment tools. Conducting these meetings at the 
QPSA also provided familiarity with the training environment in which the courses would be 
delivered. Due to program scheduling, it was decided that I would firstly observe Level 2 training 
and then return to the QPSA several weeks later to observe Level 1 training. While both courses are 
residential in nature with trainees accommodated at the QPSA (or in homes/hotels for Level 2 
trainees), I would only be present at the QPSA during the designated course working hours of 
08.00–16.30hr. 
Level 2 Course (01–10 Sep 2015) – This course was facilitated by an experienced QPS Detective 
Sergeant and incorporated several visiting lecturers to augment theory instruction. Assessment of 
interviewing competency utilised qualified detectives drawn from other training sections in the 
QPSA. The course panel consisted of 10 trainees (4 x female; 6 x male) ranging in rank from 
Detective Senior Constable to Detective Inspector. The length of professional service amongst the 
trainees ranged from 12–28 years (average 16 years). The trainees were drawn from a variety of 
QPS investigative appointments including the Child Protection Investigation Unit, State Crime 
Command, Ethical Standards Command and Crime and Corruption Commission. 
Level 1 Course (28 Sep–09 Oct 2015) – A non-uniformed Recruit Training Facilitator, assigned to 
this particular Recruit Squad, delivered all theory lessons. He was assisted in the assessment phase 
by a selection of uniformed Recruit Training Facilitators. The course panel consisted of 24 trainees 
(9 x female; 15 x male) ranging in age from 20 to 35 years. The recruits had a variety of 
professional backgrounds including trades, retail, teaching and the military but no professionally 
acquired experience of interviewing for the purpose of information collection. 
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The degree of integration that occurs between the observer and the group being observed defines 
the type of observation. Adler and Adler (1998) have suggested that the Participant Observer 
‘observes and interacts closely enough with members to establish an insider’s identity without 
participating in those activities constituting the core of group membership’ (p. 85). In other words, 
the group is aware of the Participant Observer’s information gathering activities, but the 
researcher’s participation in group activities is subordinated to the role of information collection 
(Merriam, 2009). As a Participant Observer, I attempted to be minimally intrusive during my data 
collection, adopting a ‘fly on the wall’ observational stance. I introduced myself to the trainees at 
the start of the course and gave a brief description of my professional background and the purpose 
of my research. I stressed from the outset that my role was that of an independent observer of their 
training in investigative interviewing, that I would have no input to their assessment nor would I be 
evaluating their performance. I also reassured the trainees that any comment or opinion that they 
provided relating to the training would be de-identified to ensure anonymity. I sat amongst the 
trainees during the classroom theory lessons and contributed to discussions (where appropriate and 
where invited by the lecturer) regarding military interrogation and common information elicitation 
techniques. Due to the concurrent nature of practical exercises and assessments, I could not observe 
all sessions. I observed a total of 12 (Level 2) and 16 (Level 1) trainee interviews, divided equally 
between witness and suspect interviews. During these practical interviewing exercises and 
assessments, I positioned myself in an adjoining interview room and observed the conduct of the 
activity via video feed. Sitting alongside trainees who were not directly involved in the conduct of 
that particular interview enabled many ‘side-bar’ conversations regarding their training experience. 
These informal discussions were supplemented by other conversations during breaks in instruction 
and during lunch breaks. I also attended the Level 2 End of Course function, at the invitation of the 
trainees, offering the opportunity to discuss the perceived value of the training in a relaxed, 
informal setting. 
During my observation of both courses, data were recorded in a notebook and by use of a Core 
Skills Mention Matrix (Appendix 2). The notebook was used to note my observations regarding 
adult learning theories and factors emphasised in the training and incorporated particular comments 
or insights provided by the trainees during ‘side bar’ conversations. The previously described 
Investigative Interviewing Skill Acquisition and Application Pathway Model was used as a cross-
check tool to ensure that I was capturing a theoretically complete picture. Each evening, after the 
day’s training, I reviewed my notes and enhanced particular observations or added context to 
comments made by the trainees. The Core Skills Mention Matrix was developed as an observation 
support tool geared to the specific measurement of core skill emphasis in investigative interviewing 
training. Six core interviewing skills, drawn from the literature, were labelled as category headings 
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with each core skill ascribed particular contributory components. During each theory lesson, every 
occasion when a Core Skill (broad context) or contributory component (specific context) was 
mentioned it was recorded on an individual Core Skills Mention Matrix sheet. 
As Patton (2002) states: ‘Researchers have an obligation to examine how their presence affects 
what goes on and what is observed…they should strive to neither overestimate or underestimate 
their effects but to take seriously their responsibility to describe and study what those effects are’ 
(p. 568). I believe that there was minimal reactivity to my presence as an observer. At no stage did I 
experience any sense of unease or misgivings on the part of the course participants to the presence 
of a researcher. In fact, on numerous occasions during breaks in instruction or practical activities I 
was approached by course participants who were keen to discuss my research, my perspective on an 
interviewing-related issue (most commonly the freedoms and constraints of military interrogation) 
or just to have a chat. I assume that the comfort displayed with having an ‘outsider’ in their midst 
was a function of the Academy environmental culture. I got the sense that it was not unusual to 
have visitors sit in on classroom theory lessons – particularly in Level 1 training where Recruit 
Training Facilitators from other Squads would routinely ‘drop-in’ to observe a particular lesson to 
improve their knowledge or currency. 
I perceived myself to be better integrated with the Level 2 trainees than the Level 1 trainees. This is 
likely to have been a function of being closer in age and life experience to the Level 2 trainees 
(average age 35 years) than the Level 1 trainees (average age 23 years). It is also likely the Level 2 
trainees were better able to contextualise my experience-based contributions to discussions. For 
example, when discussing the importance of rapport building, active listening and critical thinking 
to military interrogation, Level 2 trainees could apply such insights to their professional experiences 
of police interviewing. The Level 1 trainees, as Recruits, had no professional base to allow 
contextualisation and consequently there was not as much engagement or discussion of the 
differences and similarities associated with military and police interview practices. Having said that, 
both groups were very welcoming and gracious in their willingness to engage in conversation and 
offer their views of the training experience. 
4.7.2 Phase 2: Semi-structured Interviews of QPS Uniformed and Plain Clothes Officers 
In order to better understand how individual, situational and organisational factors influence the 
transfer and application of investigative interviewing skills, I felt it was necessary to conduct 
interviews with those most likely to have an informed perspective – uniformed and plain clothes 
officers in the QPS workplace. Once again, while surveys or direct observation of interviewing 
practices may have been viable alternatives for data collection in this phase, I felt that one-on-one 
engagement with the end users of training-acquired skills would provide the most fulsome data. As 
  61 
Patton (2002) observed: ‘We interview people to find out from them those things we cannot directly 
observe….we cannot observe feelings, thoughts, and intentions. We cannot observe behaviours that 
took place at some previous point in time….The purpose of interviewing, then, is to allow us to 
enter into the other person’s perspective’ (pp. 340–341). 
Interview Sample 
My selection of interview participants was purposive in design. The purposive attributes of my 
sampling included the total number of interviewees (40), particular functional variables (uniformed 
and plain clothes) and appointment variables (First Year Constables (FYCs); Field Training 
Officers (FTOs); Investigators and Investigation Supervisors). Having decided on the broad 
parameters of the desired sample group, I sought the assistance of QPSA staff to identify viable 
locations, stations and units to participate in this phase of my research. Various alternatives were 
provided through that initial scoping that ranged from very accessible (Brisbane metropolitan) to 
remote and logistically challenging (Townsville and Northern Region Command). Approaches were 
made to 14 QPS stations and investigative units via email and telephone seeking the engagement of 
their General Duties officers or plain clothes investigators as interview participants. Due largely to 
operational tempo constraints or a lack of suitably qualified and available personnel, only four 
Brisbane City/metropolitan stations and one regional investigative unit responded positively to my 
requests. Arrangements were made to visit the stations to conduct the interviews, commencing in 
Townsville in March 2016. The bulk of the interviews were subsequently conducted at Brisbane 
City and metropolitan stations during September and October 2016. The table below details the four 
categories of interviewees, their geographic location and the gender mix. 
Table 4.1 Interview Sample 
 
  Townsville Brisbane Male Female 
First Year Constable  10 6 4 
Field Training Officer 1 9 7 3 
Investigator 7 3 4 6 
Supervisor 5 5 8 2 
  
Interview Schedule 
Planning for this phase of data collection included making a decision on the most effective 
interview method to gain the informed perspectives that I was seeking. While telephone interviews 
or postal questionnaires may have elicited some informative data, I felt that face-to-face interviews 
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employing an interview schedule was a more personalised and engaging interview technique that 
would allow me to establish rapport and better contextualise responses. Four schedules of interview 
questions were developed – one for FYCs, FTOs, Investigators and Supervisors. The four, 
individual schedules are attached at Appendix 3. Each interview schedule was broadly structured 
around my three categories of research interest: (1) skill acquisition via Level 1 or Level 2 training, 
(2) transfer of those acquired skills to the police workplace, and (3) application of transferred skills 
in the QPS workplace. The questions were ordered in skill journey order – acquisition, transfer and 
application – to provide a logical, understandable structure for the interviewee. Each interview 
schedule was designed to take approximately 25 minutes to complete. The short duration of each 
interview did not necessitate the inclusion of breaks for the interviewee. The interview schedule 
provided a structure for the interview proper. Not shown on the Interview Schedules are the 
introductory patter or concluding remarks that were explanatory in nature and designed to establish 
rapport with the interviewee. While some questions incorporated prompts to elicit further 
information or to expand on opinions expressed, I remained flexible in their application. The 
interview schedules were internally piloted with fellow PhD candidates and my supervisors before 
use with the QPS. 
Conduct of the Interviews 
Upon arrival at the designated station, I met with either the Senior Sergeant responsible for General 
Duties or the Officer in Charge (OIC) of the Investigative Unit. During this meeting I explained the 
purpose of my research and reiterated my desire to be ‘low impact’ on the station’s/unit’s daily 
operations. I highlighted that each interview would last approximately 25 minutes and that I 
understood if interviews had to be terminated early in the event of operational priorities (which 
occurred on four occasions). I also confirmed that the selection of interview participants was at their 
discretion based on an individual’s roster availability. This was the random attribute of my 
sampling as I had no control over the selection of particular individuals to participate beyond 
categorising them as a FYC, FTO, Investigator or Supervisor. 
In each station, I was allocated an interview room to conduct my interviews and the Senior Sergeant 
or OIC of the Investigative Unit managed the availability and progression of interviewees. In the 
interview room I positioned myself in a chair opposite the interviewee and, where possible, avoided 
having a table between us. After an introduction in which I identified myself and described the 
purpose of my research, I explained that participation in the interview was entirely voluntary, that 
no inducements would be offered to illicit cooperation, that the interviewee’s identity and station 
would be anonymised and that, with her/his permission, I would digitally voice record the interview 
and take written notes. No participants expressed concerns or reservations with any of these 
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arrangements. Each interview then progressed with the use of questions set in the interview 
schedule. I utilised both verbal and non-verbal prompts during the interviews to maintain rapport 
and elicit further information. Some participants provided very limited responses to questions while 
others were expansive and keen to discuss issues beyond the design scope of the question set. As a 
result, the duration of interviews ranged from 10 minutes to 60 minutes. Regardless of the extent of 
their responses, all interview subjects were cooperative and the atmosphere was informal and 
convivial. Following the interview, the voice record was transferred to computer for later review 
and analysis together with the written notes taken during the interview. 
During my interviews with QPS personnel I strived for empathic neutrality. As House (1977) 
identified, to achieve this desirable interviewing posture the interviewer must be ‘perceived as 
caring about and interested in the people being studied, but neutral about the content of what they 
reveal….he must be impartial rather than simply objective’ (pp. 45–46). Throughout this phase of 
my data collection I perceived a willingness amongst QPS personnel – both management and staff – 
to progress investigative interviewing training and practice as a component of operational policing 
capability. As such, I have no reason to believe that the responses that I received in interviews were 
anything other than honest, personally held views that had not been tarnished by any form of 
systematic or organisationally-induced bias (Wilson & Sapsford, 2006). 
4.8 Data Analysis Procedures 
In adopting a qualitative approach to data collection, I was faced with the challenges associated 
with analysis of unstructured data. As Boulton & Hammersley (2006) highlight, the principal 
challenge in dealing with unstructured qualitative data ‘is that there is no set of rules, no simple 
recipe, that one can follow with unstructured data which will always be appropriate and guarantee 
good results’ (pp. 250–251). Yin (2009) stresses the importance of the case study researcher having 
a defined analytic strategy to cope with unstructured qualitative data. In the absence of fixed 
formulas, ‘much depends on an investigator’s own style of rigorous empirical thinking, along with 
the sufficient presentation of evidence and careful consideration of alternative interpretations’ (Yin, 
2009, p. 127). The analytic strategy that I adopted was case descriptive in form and utilised 
inductive, thematic pattern matching techniques to link the collected data to my literature-derived 
theoretical framework. In this way, I aligned my theoretical framework, research design, research 
questions, data collection and data analysis methodologies. 
As detailed in my attached SWOT Analysis (Appendix 1), my strengths lie in logical reasoning and 
not in the use of computer-assisted analytical techniques. During my candidature, I did not actively 
seek to address this shortfall, preferring to use mechanical or hand-coded approaches to data 
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preparation and analysis. While the utility of software programs (such as Leximancer or NVivo) to 
assist with my research was considered, such programs were determined to be better suited to 
content analysis. My collected data and chosen analytic strategy were, therefore, deemed unsuited 
for software assisted analysis. As Auerbach and Silverstein (2003) have acknowledged, hand-
coding of data can be a time-consuming undertaking for the researcher but a lack of automation 
does not necessarily detract from the end result.  For these reasons data collected during both phases 
were hand-coded or transcribed into written form using Microsoft Word or Excel spreadsheets and 
then inductively analysed for meaning. The particular procedures that I adopted differed in the two 
phases of my research and are described below. 
4.8.1 Phase 1: Participant Observation of QPS Training 
The data collected via the Core Skills Mention Matrix and my journal notes were initially 
categorised under thematic headings. This initial coding separated the data into ten distinct thematic 
groups: (1) Learning theories, (2) Learning Factors, (3) Theory Lessons, (4) Practical Exercises and 
Assessment, (5) Investigator Qualities, (6) Planning and Preparation, (7) Questioning Techniques, 
(8) Rapport, (9) Active Listening, and (10) Critical Thinking. The next stage of analysis consisted 
of searching for meaning in the data. As Stake (1995) has explained, in case studies ‘we are trying 
to understand behaviour, issues and contexts with regard to our particular case….We try to find the 
pattern or the significance through direct interpretation, just asking ourselves “What did that 
mean?”’ (p. 78). In order to elicit meaning, I re-visited and reviewed the data relating to each 
thematic group with a view to identifying patterns and trends. I used the Skills, Knowledge and 
Attributes (SKA) Acquisition, Transfer and Application Model to cross-check the thoroughness of 
my observations. The data collected using the Core Skills Mention Matrix was separately analysed 
for Level 1 and Level 2 training and then was combined to allow for comparative analysis. The 
results of this analytical effort, which spanned an eight-month timeframe, are detailed in Chapter 5. 
As Becker (1970) has identified, ‘in participant observation research, analysis is carried on 
sequentially, important parts of the analysis being made while the researcher is still gathering his 
data’ (p. 26). This was the case for my observation of QPS Level 1 and Level 2 Investigative 
Interviewing training. During my observation of Level 2 training, and following initial thematic 
coding, it became apparent that an important aspect of skills acquisition that I had not previously 
considered was the differentiation between hard and soft interviewing skills. Inductive analysis of 
the frequency that particular core skills were mentioned or focussed upon in the training led me to a 
refinement of my observational focus. I wanted to understand why particular ‘hard skills’ such as 
questioning techniques received greater attention in the training than ‘soft skills’ such as rapport 
building, active listening and critical thinking. As a direct result of this inductive analysis and 
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interpretation of data, I developed the Iceberg Model of Investigative Interviewing Training. The 
Iceberg Model, which is detailed and discussed in Chapters 5 and 6, was then incorporated 
alongside the existing Skills, Knowledge and Attributes (SKA) Acquisition, Transfer and 
Application Model to better understand the skills–training–workplace relationship. 
4.8.2 Phase 2: Interviews with QPS Personnel 
At the first opportunity following an interview, the voice recording and the supplementary written 
notes were transferred to a computer for storage and subsequent analysis. My first review of 
interview data occurred following the 13 interviews conducted in Townsville in March 2016. Given 
that these interviews, almost exclusively, involved Investigators and Investigative Supervisors, I 
could not initially code the data across all four groups of interview subjects. Initial coding separated 
the data into nine distinct thematic groups: (1). perceptions of training value, (2) perceptions of 
training quality, (3) perceptions of preparedness to perform the interviewing task, (4) opportunities 
to use the skills acquired, (5) supervision received or provided, (6) performance feedback received 
or provided, (7) perceptions of individual interviewing strengths and weaknesses, (8) perceptions of 
workplace impediments to acquired skill use, and (9) suggested remedies to address interviewing 
skill gaps or negative transfer. Following the Brisbane-based interviews in September and October 
2016, the data collected from FYC, FTO and the remaining Investigators and Supervisors were 
added to this thematic coding. 
Once data collection was complete, the next stage of analysis consisted, once again, of searching for 
meaning in the data. I re-listened to the interview recordings and reviewed the transcripts and my 
notes on numerous occasions in an effort to identify commonly held views amongst the respondents 
and to draw out unique or different perspectives on a topic. I also used the opportunity to informally 
rank the interviews in terms of quality of outcomes. This determination was subjective in nature, 
but was influenced by circumstances beyond my control. For example, four interviews were 
eliminated from detailed analysis based on the fact that the interview was interrupted because the 
officer was required to attend to an operational matter. In two other interviews, the officers offered 
very limited responses to questions or claimed not to have a view on the topic being discussed. This 
might have been the result of being directed by their OIC to participate in the interviews or simply a 
personal lack of engagement with the subject matter. 
In my search for meaning in the interview data I, once again, used the Skills, Knowledge and 
Attributes (SKA) Acquisition, Transfer and Application Model to cross-check the thoroughness of 
my observations. I found that there was a general connection between the theoretical Model and the 
interview data. In short, the trainee, training and workplace factors that were expected to impact on 
transfer and application of acquired skills according to the research literature were identified by the 
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interviewees to play various roles in the acquisition, transfer and application of investigative 
interviewing skills in the QPS. The results of this analytical effort, that spanned an eleven-month 
timeframe, are detailed in Chapters 6 and 7. 
4.9 Validity, Reliability, Generalisation and Subjectivity 
As Merriam (2009) has argued, ‘to have any effect on either the practice or the theory of a field, 
research studies must be rigorously conducted; they need to present insights and conclusions that 
ring true to readers, practitioners and other researchers’ (p. 210). The achievement of this goal by 
the qualitative single case study researcher is directly impacted by the need to establish internal and 
external validity, maintain data reliability, develop generalised findings and avoid subjectivity 
(Berg, 2004; Creswell, 2003; Merriam, 1998; Merriam, 2009; Yin, 2009). The measures adopted to 
address these particular requirements are detailed in the following sections. 
4.9.1 Validity 
The principal limitations with this single case study are the use of only two data collection methods 
and selective sampling. The use of Participant Observation and Semi-Structured Interviews did not 
allow for triangulation to increase validity of data through cross verification of different methods 
(Punch, 2014). In the Participant Observation phase, a single iteration of Level 1 and Level 2 
courses were observed. In the Interviewing phase, only ten individuals in each group were 
interviewed and the participants were not drawn from the wide spectrum of policing appointments 
or geographic locations that characterise the QPS. While these sampling limitations can be 
explained by time, resource and operational constraints, it is accepted that there are possible impacts 
on both validity of data and generalisation of findings. According to Yin (2009), the most effective 
case study tactics to address validity issues are the use of theory (external validity) and pattern 
matching (internal validity). In my research design I used existing adult education and skill transfer 
theories to develop my own theoretical framework to inform data collection and analysis. During 
my data analysis in both phases I used thematic pattern matching techniques to interpret meaning 
and evaluate impacts on the skill acquisition–transfer–application process. By adopting these two 
tactics I sought to mitigate the impacts of non-triangulation and selective sampling on validity. 
4.9.2 Reliability 
Traditionally, reliability refers to the extent to which research findings can be replicated if the study 
were to be repeated (Merriam, 2009). In qualitative research, however, replication of a study will 
not yield the same results because there can be numerous interpretations of the same data (Merriam, 
2009). As Lincoln & Guba (1985) first recognised, reliability in qualitative research is more 
concerned with whether the results make sense in so far as they are consistent and dependable. 
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According to Yin (2009), the most effective tactic in case study research to increase reliability is to 
maintain a chain of evidence. The chain of evidence can be used by the reader ‘to follow the 
derivation of any evidence from initial research questions to ultimate case study conclusions and 
equally trace the steps in reverse (from conclusions back to initial research questions)’ (p. 122). 
Through the linkage of my research framework, research questions, data collection techniques and 
data analysis techniques with an established body of education and investigative interviewing 
literature, I have attempted to establish a logical chain of evidence for the reader to follow. In this 
way, it is hoped that the results of my research will make sense and be considered by the reader (in 
particular trainers and practitioners) to be both consistent and dependable. 
4.9.3 Generalisation 
According to Merriam (2009, p. 226), ‘the most common understanding of generalisability in 
qualitative research is to think in terms of the reader or user of the study…leaving the extent to 
which a study’s findings apply to other situations up to the people in those situations.’ The onus is 
on the researcher to provide ‘enough detailed description of the study’s context to enable readers to 
compare the ‘fit’ with their situations’ (Merriam, 2009, p. 226). In choosing the QPS as my single 
case study, there are several commonalities with other police services that may assist with 
generalisation (or ‘transferability’ as it is referred to by some qualitative methodological 
commentators). The first commonality between police services is the training of adults to perform 
specific task functions in a demanding workplace setting. The acquisition, transfer and application 
of investigative interviewing skills involve adult learners and practitioners, not children. It could be 
argued, therefore, that this common context facilitates a degree of finding transferability. More 
specifically, however, the QPS is representative of a police service in a developed, liberal 
democracy wherein the rights of the individual and the rule of law are well-defined, observed and 
applied. It could be argued, therefore, that any police service that utilises an inquisitorial 
investigative interviewing model (such as PEACE), that aims to elicit timely, accurate and complete 
information from suspects, witnesses or victims in a manner that is efficient, effective and lawful 
could derive value and insights from my research findings. I hope that, at the very least, my case 
study findings will contribute to the general understanding of factors impacting on the acquisition, 
transfer and application of specialised skills that form an important component of policing 
capability. I am also hopeful that my findings can be used as a foundation for future comparative 
case studies of multi-national policing organisations that have adopted the PEACE Model of 
investigative interviewing with a view to improving skill acquisition, transfer and application 
processes. 
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4.9.4 Subjectivity 
The other potential limitation associated with dealing with qualitative data relates to subjectivity 
and bias on the part of the researcher. Much has been written in qualitative research literature 
regarding the need for the researcher to adopt a reflexive attitude and measures to prevent pre-
conceived bias influencing the research process (Berg, 2004; Cresswell, 2003; Merriam, 2009). In 
an effort to guard against subjectivity, personal bias or the adoption of an ex-military/consultant’s 
perspective, I undertook three reflexive activities during my research. The three reflexive activities 
are detailed in the Reflexive Journal attached as Appendix 1. While reflexivity provides no 
guarantees against bias or subjectivity, I remain hopeful that I have demonstrated the hallmarks of 
sound qualitative research by eliciting understanding and meaning from my observations and 
interviews, using an inductive orientation to analysis and providing findings that are richly 
descriptive. 
4.10 Conclusion 
In this chapter, I have detailed my research methodology that comprised a generic qualitative design 
with an evaluative, single case study focus. I have articulated my research framework and the 
linkages that I have established between my research questions, data collection and data analysis 
techniques in order to provide findings that make sense to the reader and have a strong 
underpinning of dual-disciplinary research support. I also have addressed some common issues 
confronting qualitative, case study researchers in terms of validity, reliability, generalisation and 
subjectivity and detailed the measures that I adopted to mitigate their potential negative impacts. In 
the following chapters I detail my research findings using the skill acquisition–transfer–application 
process model as a structural tool: Chapter 5 (Acquisition), Chapter 6 (Transfer) and Chapter 7 
(Application). 
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Chapter 5: Acquisition of Core Investigative Interviewing Skills 
 in the QPS 
5.1 Introduction 
The adult education and training literature is in general agreement that the teaching and acquisition 
of communication and interpersonal skills is a complex undertaking for both the trainer and the 
trainee (Darkenwald & Merriam, 1982; Knowles, 1980, 1995; Merriam, 2001; Noe, 1986). This 
view of complexity and inherent challenges for both parties is supported in the investigative 
interviewing training literature (Bull; 2013; Clarke & Milne, 2001; Milne & Bull, 1999; Poole & 
Lamb, 1998; Powell et al., 2005; Williamson, 2006). The adult education and training literature also 
suggests that adult learners are more receptive to learning and will retain more information when 
their individual experiences and learning styles are taken into account in the training design 
(Bennett & Hess, 2004; Hiemstra, 2011; Knowles, 1980, 1995; Kolb, 1984). The police science 
literature suggests that a traditional/military approach to the design and delivery of general police 
training is failing to satisfy the skill requirements of police operating in a 21st century societal 
context (Birzer & Tannehill, 2001; Marenin, 2004; Vodde, 2012). The police science literature also 
acknowledges a range of impacting factors that can negatively affect the achievement of desired 
learning outcomes in general police training (Birzer, 2003; Birzer & Tannehill, 2001; Vodde, 2012). 
My aim in the first phase of my research was to better understand these complexities and challenges 
particularly associated with the acquisition of selected core investigative interviewing skills in the 
case of the QPS. 
This phase of my research focused on QPS investigative interviewing training design and delivery. 
Through direct observation of Level 1 and Level 2 courses, I sought to understand the various 
modes of instruction, practice and assessment of interviewing competencies. As a participant 
observer, I attended all classroom-based theory instruction and remotely monitored (alongside the 
facilitator/assessor) selected practice and assessed interviews. For this phase of data collection, I 
developed and utilised a Core Skills Mention Matrix to record the frequency with which selected 
core skills were mentioned during theory training. Observations made during theory lessons and 
practical interviewing sessions were coupled with insights provided by trainees and instructors. 
Notes taken and observations made were recorded in a field notebook for subsequent inductive 
analysis of findings. 
In this chapter I detail my findings associated with the following single research question, which 
has two subsets: 
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RQ 1: How does the QPS approach investigative interviewing skills training for uniformed and 
plain-clothes officers? 
Subset Question 1A:  What adult learning theories and factors are observed and emphasised in 
QPS investigative interviewing training delivery? 
Subset Question 1B:  Which core interviewing skills are emphasised and assessed for competencies 
in QPS investigative interviewing training delivery? 
I conclude the chapter by proposing a model that seeks to explain a predominant focus on interview 
planning and questioning techniques at the expense of other core skills such as rapport building, 
active listening and critical thinking. 
5.2 Approach observed in QPS investigative interviewing training 
The QPS has adopted a traditional approach to the design and delivery of investigative interviewing 
training that incorporates CBET aspects for assessment of skills competency (Field Notebook 
Entry, Level 1 Course, Sep 2015 and Field Notebook Entry, Level 2 Course, Aug 2015)7. The 
training construct for both Level 1 and Level 2 training consists of four progressive components – 
Explain, Demonstrate, Practice and Assess and both courses are separated into a witness 
interviewing phase and a suspect interviewing phase. 
5.2.1 Explain 
In both Level 1 and Level 2 training, theory instruction is provided via a training facilitator 
(instructor) delivering verbal instruction in a classroom setting. Theories associated with 
interviewer–interviewee relations, interview planning considerations, conceptual police interview 
models and factors impacting on interview conduct are conveyed verbally supported by the use of 
visual aids (Powerpoint slides). Trainees are provided with printed copies of the lecture slides to 
augment note taking and both hardcopy and electronic copy of the QPS Investigative Interviewing 
Manual (QPS 2012b) and the Police Powers and Responsibilities Act (Queensland Government, 
2000) are used as supporting reference material. Attached at Appendices 4 and 5 are Tables listing 
Level 1 and Level 2 Theory Lessons, their duration and a measurement of the relative focus on 
particular core skills. 
In Level 1 training, the instructor was observed to rely heavily on the scripted lesson plan and 
supporting slides when explaining concepts (FNE, Level 1, Sep 15). This was possibly due to the 
                                                
7 Field Notebook Entry, Level 1 Course, Sep 2015 hereafter abbreviated to FNE, Level 1, Sep 15 
and Field Notebook Entry, Level 2 Course, Aug 2015 hereafter abbreviated to FNE, Level 2, Aug 
15. 
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instructor’s lack of familiarity with the material as the Recruit Training instructors are generalists 
rather than subject matter specialists (FNE, Level 1, Sep 15). The Level 1 instructor was almost 
apologetic for his lack of currency at the commencement of the course: 
It’s been quite a few years since I conducted an interview with a witness or suspect 
myself. I’ve done the investigative interviewing training but haven’t since had the 
opportunity to put the techniques into practice. (Instructor, Level 1 Course, Sep 15) 
Instruction in Level 2 training was observed to be less didactic than Level 1 and the instructor had 
very strong subject matter knowledge and experience (FNE, Level 2, Aug 15). This familiarity with 
the training material allowed the instructor to weave operational examples into the instruction and 
to engage the trainees to obtain their input (FNE, Level 2, Aug 15). As highlighted by Ericsson, 
Krampe and Tesch-Romer (1993), expert instruction plays a critical role in knowledge transfer and 
skill development. In this way, Level 2 training comes closer than Level 1 in breaking the 
constraints of a traditional, pedagogical, military model by incorporating some of the andragogical 
characteristics identified by Vodde (2009). 
I also observed that Level 2 training, unlike Level 1 training, incorporates the use of visiting subject 
matter experts to provide specialist instruction (FNE, Level 2, Aug 15). These visiting lecturers – 
which included a forensic psychologist to explain the nuances of interviewing witnesses and the 
influences on memory recall and a senior barrister from the Department of Public Prosecutions to 
explain the legal rights and obligations of suspects while undergoing questioning by police – added 
depth to the theory instruction (FNE, Level 2, Aug 15). The Level 2 trainees certainly appeared to 
appreciate the input of these subject matter experts, evidenced by a comment made during course 
evaluation: 
The visiting lecturers were great – particularly the psych (referring to Prof Mark 
Kebbell). They obviously know their stuff and it was good that they were able to put 
it in an easily understood way. (Det Sgt, Level 2 Course, Aug 15) 
As highlighted by Helsen, Starkes and Hodges (1998), instruction from an authority figure is highly 
considered by the majority of learners and facilitates the transfer of knowledge. Once again, while 
working within a traditional training construct, the Level 2 course comes closer to Vodde’s (2009) 
andragogical ‘ideal’ than does the Level 1 course. 
5.2.2 Demonstrate 
Demonstration of concepts presented in the Explain phase of the traditional learning model is a vital 
next step in assisting the student to contextualise and retain the information being conveyed (Shuell, 
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1990). This is particularly important for visual learners who need to see how a task is properly 
performed rather than simply hearing an explanation of the steps involved (Dunn & Griggs, 2000; 
Kolb, 2011). 
During both the witness interviewing and suspect interviewing phases of QPS training, the trainees 
view a DVD demonstration of a police officer conducting an investigative interview using the 
PEACE model (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). The demonstration of ‘best 
practice’ follows the theoretical explanation of a particular component of the PEACE Model. For 
example, having received verbal instruction on how to undertake the ENGAGE and EXPLAIN 
component (the first ‘E’ in the PEACE model), the trainee watches the DVD demonstration as a 
means of reinforcing the theoretical knowledge conveyed by the instructor (FNE, Level 1, Sep 15 
and FNE, Level 2, Aug 15).  
I noted, particularly during Level 1 training, that using a DVD to demonstrate interviewing ‘best 
practice’ did not engage the entire audience (FNE, Level 1, Sep 15). Some students were observed 
to be dozing in their seats while others struggled to maintain focus and attention when the lights 
were dimmed (FNE, Level 1, Sep 15). The DVD demonstrations, while informative, did not provide 
the opportunity for trainees to interact with the learning construct – an important condition to enable 
contextualisation and retention (Shuell, 1990). 
Another observation made during both Level 1 and Level 2 training was that the training did not 
include a demonstration of all theory components covered (FNE, Level 1, Sep 15 and FNE, Level 2, 
Aug 15). For example, while interviewing through an interpreter was discussed as a concept in the 
classroom and the students were informed of additional considerations and challenges associated 
with this type of interview, the mechanics were not demonstrated (FNE, Level 1, Sep 15 and FNE, 
Level 2, Aug 15). It is quite likely, therefore, that some students will not be adequately prepared to 
conduct an interview of this type in the workplace because they have not seen how it is done or 
practised the mechanics. The workplace should not be the first place where a trainee is exposed to 
such an important component of the task-set (Toohey et al., 1995). 
It was also observed in both the Level 1 and Level 2 courses that trainees were not provided an 
opportunity to immediately practise concepts or skills that had been explained and demonstrated 
(FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). Due to the design of the course (separate theory 
and practical components), trainees could not ‘hear, see and do’ in a sequential progression. As a 
result, a concept or particular skill that was demonstrated on one day may not be practically applied 
until several days later during the practical phase of training. This can have a negative impact for 
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some students on their ability to contextualise, retain and apply certain information that may be 
crucial for the successful performance of the task (Dunn & Dunn, 1979; Shuell, 1990). 
5.2.3 Practice 
The importance of focused and repetitive practice in the development of both cognitive and motor 
skills is well known and generally accepted across a wide variety of professions and pastimes 
(Ericsson, 2014; Ericsson et al., 1993). Ideally, the trainee should have multiple opportunities to 
practice all components of the set task or activity before being assessed on his/her ability or 
competency (Brundage & Mackeracher, 1980; Holton et al., 2001). Performance feedback and 
coaching during practice sessions also foster continuous improvement in the trainee (Smets & 
Pauwels, 2010; Smets & Rispens, 2014). 
In QPS Level 1 and Level 2 training, theory instruction and demonstration of ‘best practice’ 
interview techniques are followed by practise of the interviewing task (FNE, Level 1, Sep 15 and 
FNE, Level 2, Aug 15). Practical training, both for the purposes of practice and assessment, is 
undertaken utilising the PEACE Model as an interview framework (FNE, Level 1, Sep 15 and FNE, 
Level 2, Aug 15). 
In both Level 1 and Level 2 training, practice interviewing sessions with a witness and a suspect 
interviewee are conducted as a small team – the interviewer and a co-interviewer (in the interview 
room) and two interview monitors conducting external audio-visual monitoring (FNE, Level 1, Sep 
15 and FNE, Level 2, Aug 15). While these ‘practice’ interviews are undertaken under assessment-
like conditions (a staff member is remotely assessing the trainee’s performance via audio-visual 
link), these sessions are considered formative and the trainee receives feedback on performance 
including areas requiring remedial action or improvement (FNE, Level 1, Sep 15 and FNE, Level 2, 
Aug 15). Trainees also have the opportunity to undertake self-reflection on their performance 
during the practice interview. Coupled with the feedback from assessing staff, it is intended that the 
trainee review the DVD recording of the interview session with a view to identifying strengths and 
weaknesses in technique (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). 
Time constraints in the training program (both Level 1 and Level 2) limit the opportunity for 
students to be the ‘lead’ interviewer during practice interviews, with an associated impact on their 
ability to hone all core skills (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). The individual 
trainee does not get the opportunity to follow the process through from start to finish during the 
witness or suspect interviewing practice sessions – working in syndicate groups, one trainee will 
have the lead for the Engage and Explain stage; he/she is then replaced by another trainee who takes 
control of the interview for the Account, Clarification and Challenge stage; the second trainee is 
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then replaced again for the Closure stage (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). When 
not acting as the lead interviewer, the other trainees in the syndicate perform the roles of co 
interviewer or interview monitor (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). This is a less 
than optimal arrangement, where the trainee does not get the opportunity to practise all of the skills 
required during a full interview evolution. It can also lead to poor performance and a sense of 
frustration in the trainee: 
To be honest, I was guessing when it got to the Challenge stage of the interview. I 
didn’t get the opportunity to plan for that part of the interview or practice how it 
might go. There’s a big difference between monitoring an interview and actually 
being in the headlights and conducting one. (Recruit, Level 1 Course, Sep 15) 
Another observation relates to a significant gap between theory instruction and practise of ‘special 
considerations’ interviews. In both Level 1 and Level 2 training, interview exercises for practice or 
assessment do not incorporate interviewing through an interpreter or interviewing vulnerable 
persons (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). Dealing with a witness or suspect 
whose first language is not English or who requires special handling (such as a juvenile or an 
individual showing signs of mental instability) presents a range of additional and unique challenges 
for the interviewer (Bull, 2014; Powell, 2000; Powell et al., 2009). While these considerations are 
identified during theory training, they are not incorporated into practical exercises or assessment 
regimes (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). This gap in the training construct runs 
counter to the findings of competency-based education and training theorists who stress the 
importance of matching training to the conditions likely to be experienced in the workplace (Harris 
et al., 1995; Toohey et al., 1995; Watson, 1990). 
5.2.4 Assess 
Moran (2001) asserts that there must be a close relationship between learning and assessment 
activities in which the sequencing, coherence and relevance of testing is paramount in training 
design. Gonczi (1994) supports this assertion but emphasises that the notion of assessing 
competence is relational – the emphasis in designing assessment instruments must be on matching 
demonstrated competence with workplace requirements. 
Assessment of interviewing competency in QPS training is conducted in a simulated police 
interview room that is wired for video and audio recording (FNE, Level 1, Sep 15 and FNE, Level 
2, Aug 15). In both Level 1 and Level 2 training students are assessed in their competency to 
conduct an investigative interview with a witness using the Cognitive Interview Technique and with 
a suspect using the Conversation Management Technique (FNE, Level 1, Sep 15 and FNE, Level 2, 
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Aug 15). The scenario used for assessment purposes is provided to the student the night before the 
interview, providing ample time to plan and prepare for the interview. Assessment of competency 
against set criteria and using uniform assessment instruments is performed by Recruit Training 
Facilitators in the case of Level 1 training and by seconded Detective Training staff in the case of 
Level 2 training (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). Trainees role-play the witness 
and suspect in Level 1 assessment scenarios (FNE, Level 1, Sep 15). In Level 2 training, externally-
sourced actors are used to play the roles of witness and suspect in more sophisticated crime 
scenarios (FNE, Level 2, Aug 15). 
My observation of QPS investigative interviewing training revealed well-conceived assessment 
instruments and procedures (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). Assessment of the 
trainee’s ability to conduct an investigative interview with a witness and a suspect occurs at both 
formative level and summative level. The assessor uses set performance criteria and also takes notes 
during the interview to provide feedback to the trainee on displayed strengths and weaknesses 
(FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). 
In Level 1 training, assessors are drawn from the cadre of Recruit Training Instructors (FNE, Level 
1, Sep 15). While this is administratively convenient, there are few guarantees that the allocated 
assessor is an experienced investigative interviewer or has completed any specialist interviewing 
training beyond Level 1 (FNE, Level 1, Sep 15). Research into the use of subject matter experts as 
instructors and assessors of competency has revealed significant benefit for the learner when the 
authority figure can mentor the development of skills and knowledge (Ericsson et al., 1993; Helsen 
et al., 1998). This issue is addressed in Level 2 training with the use of qualified detectives as 
assessors. These officers have completed Level 2 training and generally have many years of 
interviewing experience with both witnesses and suspects (FNE, Level 2, Aug 15). 
I also noted that in neither tier of training is the product of the interview (the information obtained 
and subsequently transcribed into a court-admissible format) assessed for completeness or accuracy 
(FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). The absence of assessment in this component of 
interviewing goes against the notion of matching training outcomes with workplace performance 
requirements (Gonczi, 1994). When I questioned the QPS training staff about this noticeable gap, I 
received the following responses: 
Writing skills are covered during the Communication Skills module of Recruit 
Training. We don’t have the time in the program or the manpower to mark sixty odd 
reports following their interviews. (Recruit Instructor, Level 1 Course, Sep 15) 
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By the time they attend this course, they are pretty experienced coppers – they know 
how to write a report. They know what will be accepted by the courts and what will 
get thrown out. Also, we simply don’t have the time or resources to do it properly. 
(Training Assessor, Level 2 Course, Aug 15) 
The findings of two Australian researchers – Scott (1998) and Watson (1990) – suggest that the 
QPS instructor’s opinions are quite justified. A wide range of assessment tasks imposes an 
additional workload for trainers that can have a negative impact on their commitment to produce the 
best training outcomes. 
Research indicates that assessment of competency should occur in conditions that closely replicate 
workplace conditions and, where possible, performance feedback should be incorporated between 
formative and summative assessment (Kerka 1995; Smets & Rispens, 2014). Although assessment 
in Level 1 training occurs in a mock police station to replicate workplace conditions, the role player 
acting as the witness or suspect interviewee is a fellow trainee (FNE, Level 1, Sep 15). This has two 
significant impacts – first, the trainee being assessed must suspend disbelief when interviewing a 
known entity and second, there is potential for the interview to be skewed by the interviewee to 
assist the person being assessed (a fellow classmate). This can negatively impact on the trainee’s 
attitude to assessment: ‘Another day, another test. But at least it’s my mate sitting across the desk’ 
(Recruit, Level 1 Course, Sep 15). 
Level 2 training addresses the issue of workplace realism by using external actors as witness and 
suspect role players during assessment (FNE, Level 2, Aug 15). This alternative approach was very 
much appreciated by the Level 2 trainees and could be seen during the end of course evaluation 
session: 
I thought the use of actors for the assessment scenarios was a good idea. They 
certainly made you think about what questions you were asking and they gave 
realistic responses. Very different to my memories of Level 1 training where we 
were all just playing the game to help each other through the course. (Det Sgt, Level 
2 Course, Aug 15) 
I observed during assessment sessions that trainees appeared to use the PEACE model as an 
‘interviewing crutch’, wherein they relied heavily on their interview plan and the PEACE format 
and demonstrated little flexibility in their interview strategy based on the interviewee’s responses to 
questions (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). The students observed (particularly 
Level 1 trainees) generally approached the interviewing task as a ‘tick the assessment criteria box’ 
undertaking – knowing that if they followed the methodology and ‘ticked the boxes’ they would 
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achieve a pass and be deemed competent (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). While 
this is an understandable result of too little time or opportunity to practise interviewing skills, over-
reliance on a scripted interview protocol will inevitably detract from the quality of the interview and 
is likely to undermine the relationship with the interviewee and, in turn, the flow of information that 
is forthcoming (Bull, 2014; Powell et al., 2009). 
In overview, the assessment component of QPS investigative interviewing training utilises well-
designed assessment instruments but is somewhat undermined in its veracity by the methodology 
employed. 
5.3 Presence or absence of ‘Learning Factors’ in QPS investigative interviewing training 
My examination of adult learning styles and a variety of learning theories (Brookfield, 1986; 
Caffarella & Barnett, 1994; Dewey, 1938; Feuer & Geber, 1988; Gibbons, 1980; Hiemstra, 1994, 
2013; Holton et al., 2001; Knowles, 1980; Knowles et al., 2011; McCormick, 1990; Merriam, 1993, 
2001a, 2001b; Mezirow, 1985; Osguthorpe & Graham, 2003; Reay, 2001) reveals a range of 
enduring factors that impact on the effectiveness of adult education or training constructs. These 
factors, either singularly or in concert, directly influence the level of engagement by the individual 
in the learning experience, the degree of information absorption and the standard of skill and 
competency developed. The three enduring factors, synthesised from the literature, which I sought 
to observe in QPS investigative interviewing training were Learner Motivation, Learner Experience, 
and Learner Style and Training Match. For the purposes of this phase of my research, I labelled 
these three elements as ‘Learning Factors’. Observations relating to their presence or absence in 
QPS Level 1 and Level 2 training are detailed in the following section. 
5.3.1 Learner motivation 
According to Malcolm Knowles (1980), a characteristic of adult learners is that they are motivated 
to learn by internal rather than external factors. The adult learner wants to learn as a means to 
develop personally or professionally (Knowles, 1984). Alternatively, scholars in the Competency-
Based Education and Training domain stress the direct linkages between learner motivation and 
progression in the workplace as the key performance incentive (Harris et al., 1995; Kerka, 1995; 
Toohey et al., 1995). Debate over source and driving influence aside, it is generally agreed in the 
literature that harnessing and maintaining learner motivation is a key to training success. 
My observation of QPS investigative interviewing training revealed varying levels of motivation to 
learn amongst the trainees (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). For some recruits the 
prospect of learning a new skill or being exposed to new information had a positive effect on their 
motivation to learn: 
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I’m enjoying the course and the different stuff that we get to do. I was a chippy 
(carpenter) before joining, so learning to deal with people is something new. 
(Recruit, Level 1 Course, Sep 15) 
I’ve never interviewed anyone before….I have conversations all the time, but I’ve 
never really thought about the processes involved. It’s good. (Recruit, Level 1 
Course, Sep 15) 
For other Level 1 students, the rigours of an extended duration Recruit Training course (three 
months residential) were starting to impact (FNE, Level 1, Sep 15). For some recruits, the amount 
of information presented and the formulaic structure of recruit training were negatively impacting 
on their attitude and motivation to learn: 
It’s just another hurdle to cross (referring to investigative interviewing). They (the 
Recruit Instructors) shove all this crap down your throat with a firehose and expect 
you to either swallow or vomit. (Recruit, Level 1 Course, Sep 15) 
I just do what I’m told. It’s the best way to get through the training here (referring to 
the Recruit Training program). They (the Recruit Instructors) explain what you’re 
supposed to do, give you an example of how to do it and then give you a chance to 
practise. I just follow the bouncing ball. (Recruit, Level 1 Course, Sep 15) 
It was observed during Level 1 training that attentiveness during theory lessons and a willingness to 
contribute to discussions were also indicative of the trainee’s motivation to learn (FNE, Level 1, 
Sep 15). Those students that actively sought clarification from the instructor on issues that were 
unclear or actively participated in discussions regarding good and bad interview practices appeared 
more motivated to learn (FNE, Level 1, Sep 15). 
For the more experienced officers attending Level 2 training, it was observed that different factors 
influence learner motivation. The applicability of the training to workplace requirements was a key 
motivator for some students: 
I didn’t get a chance to do Level 2 training prior to appointment (as a Detective), so 
this is a great opportunity. I interview witnesses and victims of child abuse all the 
time in my current role. This course is an eye-opener – there’s stuff that I do already, 
but this training has highlighted some things that I really need to work on with my 
interviewing. (Det Sgt, Level 2 Course, Aug 15). 
I don’t get paid any more for having this qualification, but I think there’s a bit of 
professional credibility that goes with it. You can’t expect to manage your junior 
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staff properly unless you have the runs on the board yourself. (Det Snr Sgt, Level 2 
Course, Aug 15) 
I deal with complex murder investigations and so a big part of my job is being in the 
room conducting an investigative interview with the suspect. It will be interesting to 
see what I’m supposed to have been doing after all these years of just doing it. (Det 
Snr Sgt, Level 2 Course, Aug 15) 
For other Level 2 trainees, being in a residential training environment provided respite from the 
demands of the workplace: 
Being on course gets me away from the office and the bloody phone ringing all the 
time. (Det Sgt, Level 2 Course, Aug 15) 
A lot of this material is basically revision. I want to be a better interviewer so that I 
can be the best cop I can be. The training also gets me out of the office politics for a 
few weeks. That’s an added bonus. (Det Sgt, Level 2 Course, Aug 15) 
The age (average 42 years) and professional experience (average 14 years police service) of the 
Level 2 trainees also appeared to influence their motivation to learn (FNE, Level 2, Aug 15). Being 
more mature than police Recruits and realising that there are only a few, fleeting opportunities to 
attend specialist skills training in the QPS in all likelihood contributed to a general course espirit de 
corps and motivation to learn (FNE, Level 2, Aug 15).  
5.3.2 Learner experience 
The andragogical approach to adult learning is founded on the premise that adults learn differently 
to children primarily because the adult brings life experience to the learning equation (Feuer & 
Geber, 1988; Holton et al., 2001; Knowles et al., 2011). For John Dewey, widely considered the 
originator of Experiential Learning, ‘all genuine education comes about through experience’ 
(Dewey, 1938, p. 25). Education researchers such as Knowles (1980), Brookfield (1986) and 
Merriam (1993) suggest that adult learners seek to be actively involved in the learning process 
rather than being passive recipients of knowledge (Caffarella & Barnett, 1994). 
My observation of QPS investigative interviewing training revealed two distinct approaches to 
incorporating learner experience. In Level 1 training there was an almost complete absence of 
trainee experience being incorporated into instruction, discussion or interview practice (FNE, Level 
1, Sep 15). This appeared to have a negative impact on some students’ attitudes to the training: 
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I know that, as a recruit, I don’t know much about policing. But I’ve worked in about 
five different jobs before joining the police that required me to deal with people. 
This communication skills stuff is nothing new. (Recruit, Level 1 Course, Sep 15) 
Before I came to the QPS, I was a manager in a retail store with responsibility for 
conducting employment interviews and handling complaints from customers. The 
Recruit training staff seem to think that we’ve never been in a position of authority 
before. (Recruit, Level 1 Course, Sep 15) 
This lack of consideration of the trainee’s prior experience could explain why many of the 
participants in the Level 1 course appeared to be passive receptacles of the knowledge conveyed in 
the theory lessons (FNE, Level 1, Sep 15). These students did not appear to be actively engaged in 
the learning experience and seemed to consider investigative interviewing to be another ‘hoop to 
jump through’ on the path to appointment as a First Year Constable (FNE, Level 1, Sep 15). 
Level 2 training, conversely, was observed to actively incorporate the participant’s previous 
professional and personal experience to further learning outcomes (FNE, Level 2, Aug 15). The 
students quickly realised that this course was different to their recruit training experiences and that 
the instructor valued their input to discussion. The result was robust discussion of issues with the 
students providing various operational perspectives on interviewing witnesses, victims and suspects 
(FNE, Level 2 Course, Aug 15): 
That might be the way you do things in ‘The Toe-Cutters’ (Compliance, Misconduct 
and Integrity investigators), but in CIB we’re dealing with blokes who will ‘shut up 
and lawyer up’ at the first opportunity. Makes for a bit of a one-sided 
conversation…. (Det Snr Sgt, Level 2 Course, Aug 15) 
I’ve been interviewing, using various methodologies, for more than 15 years now. In 
my experience, you ‘catch more flies with honey’ meaning that being professional 
but friendly when dealing with a suspect is often a dislocation of their expectations. 
(Det Insp, Level 2 Course, Aug 15) 
The Level 2 trainees, unlike the recruits, were actively engaged in the learning process (FNE, Level 
2, Aug 15). This engagement can be explained by their perception (reinforced by the instructor) that 
their experiences, both professional and personal, should be shared with the group to further 
collective understanding of investigative interviewing and the realities of dealing with witnesses, 
victims and suspects of serious crimes. 
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5.3.3 Learner style and training match 
Adult learners differ from each other in the way that information is absorbed, contextualised and 
retained (Brundage & Mackeracher, 1980; Lovell, 1980; Rogers, 2007; Sims & Sims, 1995). The 
research of Dunn & Griggs (2000) and Kolb (2011) asserts that each learner has a preference for 
visual, auditory or kinesthetic sensory input and will use it as a primary screen to process meaning 
(Zoller & Harrison, 2007). Creating an appropriate, tailored training solution for a mix of visual, 
auditory and kinesthetic learners is a key challenge for adult education and training institutions. 
My observation of QPS investigative interviewing training revealed a complete absence of tailoring 
to cater for various learning styles (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). The theory 
instruction for both Level 1 and Level 2 courses caters exclusively for visual and auditory learners, 
with kinesthetic learners being forced to adapt to the standard classroom-style of instruction in 
which knowledge is conveyed verbally, supported by written slides and practical demonstrations 
(FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). 
Remarks by several Level 1 trainees (overheard during coffee breaks) are possibly explained if 
those recruits had a kinesthetic learning preference that was not being catered for:  
God, I’m sick of Powerpoint. It’s just like being back at school, only worse. (Recruit, 
Level 1 Course, Sep 15) 
When are we actually going to get to talk to somebody? All this theory is doing my 
head in! (Recruit, Level 1 Course, Sep 15) 
In failing to design training that caters for all learning styles, portions of the group will be unable to 
effectively absorb the information presented, contextualise the information or retain key elements 
for subsequent application in the workplace (Tracey, Hinkin, Tannenbaum, & Mathieu, 2001; Zoller 
& Harrison, 2007). 
I also noted that both tiers of QPS training adopt an immersion method of instruction rather than a 
self-paced progression of learning. (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). There has 
been criticism of this approach in police training programs where learning outcomes are 
compressed into intensive sessions spanning one or several days (Davies, Marshall & Robertson, 
1998; Powell 2002). The key criticism is that immersion training attempts to teach ‘too much too 
quickly’ and that students do not have an opportunity to digest and contextualise information before 
the program moves on to the next topic or subject (Aldridge & Cameron, 1999; Clarke & Milne, 
2001; Davies et al., 1998; Powell, 2002). The impact of using this immersion approach in training 
design can be seen in the attitudes displayed by several recruits during Level 1 training: 
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Can I be excused Sir? My brain is full (said in jest to the instructor following 
intensive theory instruction on questioning techniques). (Recruit, Level 1 Course, 
Sep 15) 
I don’t know which way is up at the moment. I think I’m a bit distracted. I’ve got to 
re-sit a test from the last module, which if I fail again I’m likely to be back-squaded. 
This stuff is just not sinking in. (Recruit, Level 1 Course, Sep 15) 
The use of the immersion method of instruction is most often justified by time constraints. Police 
training institutions do not have the luxury of extended periods in which to train their personnel in 
either core skills or specialist disciplines (Vodde, 2012). However, the compromise is the 
possibility that some students will progress through the training having absorbed only a small 
proportion of the information conveyed and will retain even less as they proceed to the police 
workplace (Vodde, 2012). 
5.4 Identification of Investigative Interviewing Core Skills 
Having detailed my findings in relation to adult learning theories and factors that are incorporated 
into QPS training design and delivery, the following part of the Chapter switches focus to the 
relative emphasis on core skills. 
Based on an analysis of investigative interviewing literature, I derived six core skills to form the 
basis of my evaluation of QPS training. The six core skills are (1) Investigator Qualities, (2) 
Planning and Preparation, (3) Rapport, (4) Active Listening, (5) Questioning Techniques, and (6) 
Critical Thinking. The selected core skills and a range of associated variables were incorporated 
into a data collection tool for use while observing QPS Level 1 and Level 2 training. The Core 
Skills Mention Matrix (Table 5.1) was used to record every occasion when a core skill (in red) was 
mentioned during a theory lesson. The core skill variables (in black) assisted by providing finer 
grain detail or context for the mention of a particular skill. 
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Table 5.1 Core Skills Mention Matrix 
 
5.5 Core Skills – Overall Mention Comparison 
As can be seen in Table 5.2: Core Skills – Level 1 & Level 2 Theory Lesson Comparison, the 
dominant focus in both Level 1 and Level 2 training is on Interview Planning and Questioning 
Techniques. 
Table 5.2 Core Skills – Level 1 & Level 2 Theory Lesson Comparison 
       
For Level 1 training, the need to provide a solid foundation of SKA results in a relative balance in 
emphasis across the core skills. While interview planning and questioning techniques are mentioned 
more often in Level 1 theory lessons, there is not such a drastic difference to the comparative focus 
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that these two skills receive in Level 2 training. The other explanation for the frequency of mention 
for planning, questioning and interviewer qualities is the relative ease with which they are defined 
in theory and how identifiable they are when displayed during an interview. It is much easier, for 
example, to articulate to a trainee how to develop and ask appropriate questions in an interview than 
it is to define the most effective ways to establish, build and maintain rapport with the interviewee. 
Equally, it is easier when assessing competency to determine whether or not the trainee has 
adequately prepared for the interview and is formulating appropriate lines of questioning than it is 
to assess the degree to which he/she has established rapport with the interviewee and whether or not 
he/she is actively listening to responses. 
The focus on ‘hard skills’ such as questioning technique at the expense of ‘soft skills’ like rapport 
building is also a function of the traditional, military, pedagogical approach to training design and 
delivery that has been adopted by the QPS. By using the linear progression of Explain, 
Demonstrate, Practice and Assess the emphasis in training, by default, tends to be on skills that are 
readily framed by checklists and set protocols (Toohey et al., 1995; Vodde, 2009). 
It could be argued that the balance in core skills focus is right for Level 1 and Level 2 training when 
the overall training objective is taken into account. Level 1 training is preparing recruits to 
undertake basic investigative interviews. As such, they require a generally balanced exposure to the 
core skills required to conduct an effective and efficient interview. Level 2 training, on the other 
hand, is preparing experienced officers to undertake complex investigative interviews and so there 
is more emphasis in the training on the particular core skills that generate successful outcomes – 
thorough interview planning and the use of appropriate questioning techniques. 
Having drawn some conclusions regarding the overall emphasis on particular core skills, the 
following sections dive deeper to examine the relative emphasis placed on individual variables 
within the six core skills.  
5.6 Qualities of an Investigator – Mention Comparison 
Certain behavioural and attitudinal qualities position the investigative interviewer to conduct a high 
quality interview that elicits accurate, case-relevant information in an efficient manner (Bull, 2013; 
Gordon, 1975; Gudjonsson, 2002; Irving, 1980; Milne & Bull, 1999; Vodde, 2009; Williamson, 
2006). The individual variables for this core skill, drawn from the literature, are: 
Investigative Mindset. The interviewer approaches the interviewing task with a foremost desire to 
establish the truth and elicit actionable information. 
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Communication Skills. Oral and written communication skills enable effective interaction with the 
interviewee and accurate reporting of interview outcomes. 
Non-Bias. Interviewing is conducted free from personal or institutional bias towards the 
interviewee or the alleged criminal act. 
Patience. The interviewer demonstrates patience when encountering obstacles to free information 
flow. 
Persistence. The interviewer demonstrates persistence when encountering resistance or hesitance in 
the interviewee. 
Curiosity. The interviewer displays a questioning demeanour and seeks verifiable explanations of 
events, circumstances and an individual’s actions. 
Attention to Details. The interviewer pays close attention to details obtained during questioning 
and when disseminating information in interview reports. 
Ethics. The interviewer behaves ethically and in accordance with legislation and organisational 
values when conducting interviews. 
As can be seen in Table 5.3: Qualities of an Investigator – Level 1 & Level 2 Theory Lesson 
Comparison, the dominant focus in both Level 1 and Level 2 training is on the interviewer having 
an investigative mindset, well-developed communication skills and strong attention to detail. 
Table 5.3 Qualities of an Investigator – Level 1 & Level 2 Theory Lesson Comparison 
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While qualities such as patience, persistence and an innate curiosity are mentioned on a few 
occasions, the mention rate would suggest that the key quality for an interviewer to display is an 
investigative mindset. The ability to communicate in a clear, unambiguous fashion with the 
interviewee and to write effectively in reports is also very important and rates highly in both Level 
1 and Level 2 training. The quality with the most significant difference in mentions is Ethics. It was 
noted during Level 2 training that great emphasis was placed on the need for the interviewer to 
work within legislative parameters, particularly when dealing with suspects (FNE, Level 2, Aug 
15). This is possibly because Level 2 qualified officers are more likely to deal with complex 
criminal matters in an unsupervised capacity and so need a greater awareness of the legal rights of 
the interviewee and their own legislative obligations. 
5.7 Interview Planning – Mention Comparison 
Thorough planning of an interview strategy that is tailored to the particular interviewee and 
considered preparation for the interview are keys to a successful interview outcome (Bull, 2014; 
Milne & Bull, 1999; Ord, Shaw, & Green, 2012; QPS, 2012b, 2015). The individual variables for 
this core skill, drawn from the literature, are: 
Interviewee. Subject of interview identified as witness, victim or suspect of a possible criminal act. 
Background. Interviewer considers factors that may influence the attitude, engagement or 
communication skills of the interviewee. 
Strategy. An interview strategy is developed that is tailored to the interviewee (cognisant of 
background factors). 
LOQ. Lines of Questioning are developed that seek accurate, timely and accurate information in 
relation to the subject criminal matter. 
Legal. Consideration is given to admissibility of information obtained and the legal rights of the 
interviewee. 
Admin. Consideration is given to administrative arrangements for the conduct of the interview. 
Blocks. Consideration is given to potential barriers to communication that could emerge in the 
interview and mitigation strategies are developed. 
As can be seen in Table 5.4: Interview Planning – Level 1 & Level 2 Theory Lesson Comparison, 
the dominant focus in both Level 1 and Level 2 training is on the interviewee. 
  87 
Table 5.4 Interview Planning – Level 1 & Level 2 Theory Lesson Comparison 
    
 
While there is a relative balance of focus on developing an appropriate Line of Questioning and 
Administrative considerations in Level 1 and Level 2 training, there is significantly more attention 
paid to considering the background circumstances of the interviewee, the need to develop an 
appropriate strategy before interviewing and legal considerations in Level 2 training. This is likely 
to be due to the more complex nature of the interviews conducted by plain-clothes officers and 
detectives compared to volume crime matters handled by uniformed police (FNE, Level 2, Aug 15). 
The importance placed on planning and preparing for each interview was highlighted to Level 2 
trainees by a visiting Detective Chief Inspector: 
You might be up against it in terms of time availability, but you need to plan each 
interview before going into the room. There is no quicker way to lose credibility in 
the eyes of the witness or suspect than if you appear unprepared. Once you lose 
credibility, it’s a hard road back and, ultimately, it’s the case that suffers. (DCI, 
Level 2 Course, Aug 15). 
5.8 Rapport Building – Mention Comparison 
The establishment, development and maintenance of rapport with the interviewee is crucial to the 
elicitation of information and hinges on the interviewer’s ability to be empathetic (Ord et al., 2012; 
St-Yves, 2012; Vallano & Compo, 2011; Walsh & Bull, 2012). The individual variables for this 
core skill, drawn from the literature, are: 
Perspective. The interview is conducted mindful of the interviewee’s perspective of events. 
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Empathy. The interviewer establishes, develops and maintains an empathetic view of the 
interviewee and his/her personal circumstances. 
Non-Judgmental. The interviewer is non-judgmental of the interviewee or the information 
conveyed and does not impose personal biases. 
Body Language. The interviewer’s body language facilitates an open flow of information, conveys 
openness and encourages rapport building. 
Non-Verbal Encouragers. The interviewer utilises this technique to indicate apparent agreement 
with the interviewee in order to facilitate the flow of information. 
Paraphrasing. The interviewer paraphrases responses received to encourage rapport and facilitate 
information flow. 
Respect. The interviewer demonstrates respect for the individual and his/her expressed views, 
opinions or explanations. 
As can be seen in Table 5.5: Rapport Building – Level 1 & Level 2 Theory Lesson Comparison 
(below), the dominant focus in both Level 1 and Level 2 training is on the interviewee’s perspective 
and the adoption of an empathetic view of the interviewee’s circumstances. 
Table 5.5 Rapport Building – Level 1 & Level 2 Theory Lesson Comparison 
      
 
In both Level 1 and Level 2 training, the establishment and maintenance of rapport is discussed 
conceptually with little explanation of how to actually go about the process (FNE, Level 1, Sep 15 
and FNE, Level 2, Aug 15). This explains why there are very few mentions of body language, non-
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verbal encouragers and paraphrasing – the emphasis is on conveying the conceptual importance of 
rapport rather than the practicalities of its achievement.  
5.9 Active Listening – Mention Comparison 
The use of active listening skills, where the interviewer cognitively processes the verbal responses 
of the interviewee, is an important way to avoid misunderstanding or misinterpretations of 
information conveyed (Brownell, 1986; Gordon, 1975; Hegelsen, Brown & Brown, 1994; Ord et 
al., 2012). The individual variables for this core skill, drawn from the literature, are: 
Focus. Active listeners concentrate, clarify and check meaning, content, context and intent of what 
others say. 
Non-Verbal. These are physical actions of the listener that facilitate active listening. 
Verbal. These are spoken responses given by the listener that assist with active listening. 
Summarising. This verbal action clarifies and reinforces the message for both the speaker and 
listener. 
Patience. Being patient as the listener gives the speaker the opportunity to verbalise thoughts and 
feelings. The listener should allow for pauses and short periods of silence. 
As can be seen in Table 5.6: Active Listening – Level 1 & Level 2 Theory Lesson Comparison, 
there is a relative balance across all variables in both Level 1 and Level 2 training. 
Table 5.6 Active Listening – Level 1 & Level 2 Theory Lesson Comparison 
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Active listening is one of the soft skills that receives little (relative) focus in both Level 1 and Level 
2 training. Like rapport building, active listening is spoken of primarily in conceptual terms – 
something that should occur – with minimal coverage of how to actively listen (FNE, Level 1, Sep 
15 and FNE, Level 2, Aug 15). It was noted, particularly in Level 1 training, that trainees were 
more often chastised for not listening than they were praised for actively listening (FNE, Level 1, 
Sep 15). Feedback from a Level 1 assessor to a trainee following a poor suspect interview is 
indicative of a focus on the absence of a core skill rather than its presence: 
I think your ears are sewn on. That’s not what the suspect said. If you review the 
tape, you’ll find that his original explanation for being in the park was that he was 
walking his dog, not that he was going for a jog. (Recruit Instructor, Level 1 Course, 
Sep 15) 
5.10 Questioning Techniques – Mention Comparison 
The use of questioning techniques that are appropriate to the type of interview being conducted – 
witness, victim or suspect, through an interpreter or with a vulnerable person – will facilitate the 
flow of information that is forthcoming and improve the quality and accuracy of information 
provided by the interviewee (Bull, 2014; Milne & Bull, 1999; Ord et al., 2012; Powell et al., 2005; 
QPS, 2012b, 2015). The individual variables for this core skill, drawn from the literature, are: 
Cognitive (Free Recall). A questioning technique used for witnesses and victims. 
CM (Conversation Management). A questioning technique used for suspects. 
TEDS (Tell, Explain, Describe, Show). An acronym for the use of open questions to encourage a 
full and detailed account of events. 
Probing (Who, What, Where, When, Why & How). These specific interrogatives are used to 
obtain fine grain detail that can be checked against known facts. 
Inappropriate (Forced Choice, Multiple, Leading, Closed). These are question types that can 
cause confusion for the interviewee or encourage inaccurate responses. To be avoided if possible or 
at least minimised in their use. 
Persistence. The interviewer is not obliged to accept the first answer provided. This characteristic 
of a good interviewer is closely linked to the desired qualities of an investigator. 
Flexibility. The interviewer must have the ability to adapt a line of questioning to the interviewee’s 
responses or other information received during the investigation. 
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Challenge. The interviewer must have the ability and preparedness to challenge the interviewee’s 
responses (suspect only), as necessary, in a legally compliant manner. 
As can be seen in Table 5.7: Questioning Techniques – Level 1 & Level 2 Theory Lesson 
Comparison, there is a much greater emphasis on this core skill across all variables in Level 2 
training. 
Table 5.7 Questioning Techniques – Level 1 & Level 2 Theory Lesson Comparison 
      
 
The variance between Level 1 and Level 2 mention rates for Questioning Techniques is likely 
explained by the different course aims. It was observed that in providing foundation skills only, 
Level 1 training brushed over the complexities of framing appropriate questions (FNE, Level 1, Sep 
15). Level 2 training, on the other hand, dealt with more complex crime scenarios and focused to a 
greater extent on posing the right question to the interviewee. The relative importance placed on 
well-developed questioning skills in Level 2 training is seen in a comment made during group 
discussion: 
At the end of the day, your job is to get a version of events from the suspect. He may 
not want to speak to you, that’s his right. But if he is prepared to be interviewed, 
then you need to grab the bull by the horns. Tie him down with details. Don’t give 
him any room to wriggle. (Det Snr Sgt, Level 2 Course, Aug 15) 
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5.11 Critical Thinking – Mention Comparison 
The mindset with which the interviewer approaches the task and his/her ability to contextualise and 
analyse the information conveyed by the interviewee plays a significant role in whether an 
interview is successful in achieving its desired aim (Birzer, 2003; Hughes & Lavery, 2015; Vodde, 
2009). The individual variables for this core skill, drawn from the literature, are: 
Open Mind. The interview is approached with an open mind without pre-conceived expectations or 
conclusions being formulated. 
Hypotheses. Competing hypotheses are used as an analytical technique to evaluate information and 
determine relative value. 
Bias Awareness. The interviewer is aware of the potential for pre-conditioned bias to exist and 
avoids being influenced in this manner. 
Adaptability. The interviewer displays adaptability of thought processes as new or alternative 
information becomes available. 
Perspicacity. The interviewer has penetrating discernment to understand things quickly and make 
accurate judgments. 
Facts vs Claims. The interviewer has the ability to discern between established fact (correlated and 
verified information) and the interviewee’s claims. 
As can be seen in Table 5.8: Critical Thinking – Level 1 & Level 2 Theory Lesson Comparison, 
there is a relative balance of variable mentions for this core skill in both Level 1 and Level 2 
training. 
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Table 5.8 Critical Thinking – Level 1 & Level 2 Theory Lesson Comparison 
     
 
Like rapport building and active listening, critical thinking is a soft cognitive skill that receives 
(relatively) minor attention in both Level 1 and Level 2 training. It is likely that it receives greater 
attention in Level 2 due to the more advanced nature of the training. It was observed, however, that 
in both Level 1 and Level 2 training Critical Thinking was discussed in terms of an aspiration for 
the interviewer with few clues given regarding the practicalities associated with being a critical 
thinker (FNE, Level 1, Sep 15 and FNE, Level 2, Aug 15). 
In summary, the primary focus of both Level 1 and Level 2 training is on interview planning and 
the questioning mechanics of the interview using the PEACE format. These two core skills, which 
are formulaic and don’t require interpretation by the trainee, are well-suited to delivery using a 
traditional, military, pedagogical model. The more cognitive core skills such as rapport building, 
active listening and critical thinking are difficult to measure in assessment criteria and so 
predominantly feature conceptually as desirable actions or attributes on the part of the interviewer. 
5.12 The Iceberg Model of Investigative Interviewing Training 
While analysing the relative focus on core skills in QPS Level 1 and Level 2 training, I considered 
whether there was a more encompassing reason for the overriding emphasis on interview planning 
and questioning techniques. Inductive reasoning led me to the thought that investigative 
interviewing training (employing a traditional, pedagogical, military model of instruction and 
assessment) can be likened to an iceberg with only 10% of the component skills being evident 
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‘above the waterline’. The resulting Iceberg Model of Investigative Interviewing Training that I 
developed is detailed in Figure 5.1: 
 
        
Figure 5.1 Iceberg Model of Investigative Interviewing Training 
 
I suggest that, for a range of reasons (ease of delivery and assessment of competency 
predominantly), certain hard skills dominate the training curriculum – they sit above the waterline – 
while other, soft skills are more difficult to incorporate into teaching and assessment regimes and 
therefore are less frequently referenced or addressed in training – and sit below the waterline. For 
the purposes of the Iceberg Model, hard skills are technical and procedural in nature. Knowledge 
associated with these skills is easily defined and conveyed to students in a ‘see and do’ format. Hard 
skills include interview planning using the PEACE Model as a guiding template and questioning 
techniques to elicit useful information from a witness, victim or suspect in a criminal matter. Soft 
skills such as empathy, situational awareness, common sense, diplomacy and adaptability – 
attributes that indicate an individual’s level of emotional intelligence – all contribute to an 
interviewer’s ability to think critically, build rapport and actively listen. But, as detailed in the 
model, the ‘softer’ the skill, the more difficult it is to train and assess competency; therefore, it is 
given less emphasis in training and so resides deeper below the waterline. 
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5.13 Conclusion 
The QPS provides its personnel with a strong suite of investigative interviewing skills via Level 1 
and Level 2 training. While the traditional, pedagogical, military approach to training delivery has 
some inherent weaknesses associated with catering to individual learning styles and utilising the 
trainee’s previous experience, it has a consistently proven ability to produce competent 
interviewers. While some core skills (particularly the softer skills – rapport building, active 
listening and critical thinking) are subordinated in emphasis to interview planning and questioning 
techniques, the training outcome is still overwhelmingly positive: a competent interviewer who can 
elicit case-relevant, court-admissible information from a witness, victim or suspect in a legally 
compliant manner. 
It is generally acknowledged by the QPS, however, that the investigative interviewing training 
provided at the QPSA is only a first step in developing a cadre of competent interviewers (FNE, 
Level 1, Sep 15 and FNE, Level 2, Aug 15). Resource constraints, competing demands for inclusion 
of subject matter in already tight programs and limited time availability, directly impact on the 
QPSA’s ability to design and deliver an optimal interview training regime for its personnel. While 
the QPSA can introduce foundation interviewing skills, the development and honing of those skills 
is the responsibility of the QPS workplace – which has a unique range of separate demands on its 
time, focus and effort. 
But is the training regime adopted for investigative interviewing meeting the QPS workplace 
requirement? How often, for example, in their general duties role do uniformed personnel conduct 
an investigative interview? Do uniformed personnel require Level 1 investigative interviewing 
training per se or would it be more prudent and resource effective to further the recruit’s basic 
communication and public relations skills? Equally, does the one-size-fits-all Level 2 course 
adequately prepare plain-clothes officers/detectives for the myriad of interviewing challenges that 
they confront in their specialised workplace environment? These questions and others related to 
skill transfer and application in the QPS workplace are the focus of the next phase in my research – 
the associated findings being contained in Chapters 6 and 7 of this dissertation. 
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Chapter 6: Transfer of Core Investigative Interviewing Skills in the QPS 
 The central challenge for organizations today is how to leverage learning 
consistently, quickly, and effectively into improved performance….When training 
impact is defined as the application of new learning in job behaviors that produce or 
lead to valuable organizational outcomes, then the typical rate of impact from 
training is usually less than 15 percent…..Training today yields about an ounce of 
value for every pound of resources invested. (Brinkerhoff, 2006, p. 304) 
6.1 Introduction 
Training researchers, practitioners and educational psychologists have long recognised the existence 
of a ‘transfer problem’ in the relationship between the training function and the workplace (Baldwin 
& Ford, 1988; Bass & Vaughan, 1966; Brinkerhoff, 2006; Cree & McCauley, 2000; Ford & 
Wroten, 1984; Gagne, 1962; Kirkpatrick, 1967). The nub of the problem is that organisations invest 
vast amounts of money and resources to train their personnel in the skills required to perform job-
related tasks and functions, but it is estimated that not more than 10% of these expenditures actually 
result in transfer to the job (Georgenson, 1982; Holton & Baldwin, 2000). Organisations seeking to 
improve operational effectiveness and capability strive for ‘positive transfer’ wherein ‘trainees 
effectively apply the knowledge, skills and attitudes gained in a training context to the job’ 
(Baldwin & Ford, 1988, p. 63). But to achieve ‘positive transfer’ requires two conditions to be met 
– ‘learned behaviour must be generalised to the job context and maintained over a period of time on 
the job’ (Baldwin & Ford, 1988, p. 63). As previously identified in Chapter 2, the cross-discipline 
literature associated with the notion of knowledge and skill transfer is generally in agreement that 
there are two primary categories of transfer-impacting factors: trainee-related and training-related 
(Bass & Vaughan, 1966; Brinkerhoff, 2006; Campbell, 1971; Elangovan & Karakowsky, 1999; 
Gagne, 1962; Gordon & Cohen, 1973; Noe & Schmitt, 1986; Reber & Wallin, 1984; Ryman & 
Biersner, 1975). Invariably, these factors combine to directly and indirectly influence the degree of 
‘positive transfer’ that occurs from the training environment to the workplace. 
This chapter examines the issue of transfer of acquired investigative interviewing skills from the 
training environment to the police workplace and aims to better understand the ‘transfer problem’ as 
it applies to investigative interviewing for the QPS. Through 40 semi-structured interviews (as 
described in Chapter 4), I sought the views, perceptions and opinions of those who had undertaken 
investigative interviewing training and are now conducting interviews with suspects, witnesses or 
victims in the police workplace. In examining the ‘transfer problem’, I was also keen to better 
understand the alternative transfer pathways for hard and soft interviewing skills. 
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The Research Questions that I seek to answer in this Chapter are: (1) What trainee-related and 
training-related factors influence the transfer of investigative interviewing skills from the training 
environment to the QPS workplace? (2) How does the transfer of hard interviewing skills differ to 
the transfer of soft interviewing skills? This chapter commences with an examination of the issue of 
trainee motivation and perceptions of training relevance. The chapter then addresses perceptions of 
training quality and the degree to which the four groups of interviewees believed the training 
prepared them to perform the interviewing task under workplace conditions. The chapter concludes 
with a re-examination of the Iceberg Model (proposed in Chapter 5) and its continued applicability 
when the concepts of near and far transfer of knowledge and skills are incorporated. 
6.2 Trainee Motivation and Perceptions of Training Relevance 
It is widely accepted amongst education and human resource theorists that transfer of knowledge 
and skills from the training environment to the workplace increases when trainees are appropriately 
motivated and when they perceive the training to be directly relevant to task performance in the 
workplace (Noe & Schmitt, 1986; Santos & Stuart, 2003; Wexley & Latham, 1991). Motivation to 
learn and transfer can be impacted by a range of considerations including the design of the training, 
the quality of instruction, the match between individual learning styles and delivery methods and 
the individual’s personal drive to achieve (Baldwin & Ford, 1988). Equally, training that occurs at 
an appropriate stage in an individual’s professional life-cycle and is perceived to be relevant to the 
successful completion of common workplace tasks is more likely to transfer effectively (Gagne, 
1962; Tracy, 1984). 
Trainee motivation to attend and actively participate in a training evolution has an important 
influence on the extent to which trainees actually learn the material presented and subsequently 
transfer acquired knowledge and skills to the workplace (Facteau et al., 1995). If the trainee is 
attending and participating for the ‘right’ reasons (professional development, skill enhancement, 
performance improvement) rather than the ‘wrong’ reasons (vacancy on the course, directed to 
attend by management, escape from workplace demands), there is a greater likelihood of the 
training being effective and for knowledge and skills to transfer out of the training environment 
(Baldwin et al., 1991; Mathieu et al., 1992). 
While it is generally agreed amongst investigative interviewing researchers and practitioners that 
early exposure to interviewing protocols and procedures is desirable (most often under the broad 
heading of Communication Skills or Interpersonal Skills), debate continues as to the most 
appropriate time in a police officer’s employment ‘life-cycle’ to undertake specialised interview 
training (Bull, 1999a, 1999b, 2014; Gordon, 1975; Milne & Bull, 1999; Westera et al., 2016). This 
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is an important consideration for both training developers and training managers because when 
training occurs during an employee’s life-cycle is often as important to successful learning and 
transfer as the form that the training takes (Gagne, 1962). Inappropriate scheduling of a training 
module can negatively impact on the learner’s ability to focus, assimilate and consolidate skills and 
knowledge (Tracy, 1984). Too much information too early in the life-cycle can lead to overload and 
‘cherry-picking’ of details that will be retained, whereas training in fundamental work-required 
skills too late in the life-cycle, on the other hand, runs the risk of needing to ‘unlearn’ behaviours 
and practices that on-the-job exposure has embedded (Richey, 1992). 
In my interviews with QPS FYC, FTO, Investigators and Supervisors, I sought the respondents’ 
views on the scheduling of Level 1 and Level 2 interviewing training, the impacts, if any, on 
individual motivation to learn and transfer, and perceptions of training relevance. The following 
sections detail my findings in relation to the Level 1 (Foundation) and Level 2 (Complex 
Investigations) courses. 
6.2.1 Level 1 (Foundation) 
All 40 respondents had undertaken Level 1 training either as a component of their Recruit Course or 
as part of the QPS distributed learning package delivered on a regional basis during 2011–12. In 
overview, those respondents that had completed Level 1 training as part of their Recruit training 
(FYC and FTO) expressed more negative views in relation to scheduling, motivation and relevance 
than those who had participated in the distributed package (Investigators and Supervisors). 
FYC. My interviews with FYCs revealed that all had completed Level 1 training in the last 12 
months at the QPSA as a component of Recruit training. All FYCs (n = 10, drawn from numerous 
Recruit training squads) reported that the Investigative Interviewing module that they undertook 
was conducted as a stand-alone component during the Operational Skills phase of their Recruit 
training. For most of the FYCs interviewed (n = 7), the Investigative Interviewing module was 
considered to be nothing more than a component part of Recruit training that must be passed to 
ensure progression and graduation as a Probationary Constable. One FYC response was indicative: 
To be honest, it all tends to blend together in Recruit training. There’s just so much 
to cover. You find yourself learning something – it might be a skill or a piece of 
knowledge relating to legislation or procedure; you then get tested on it and if you 
pass you move on. There’s very little opportunity for reflection or consolidation. 
Your eye is always on the prize – graduation. (FYC, Sep 16) 
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For some FYCs (n = 3) the sequencing of the training presented difficulties in terms of processing 
information because the witness interviewing module and the suspect interviewing module were 
separated by other operational skills-related modules such as fire-arms, Taser use or driving skills:  
We had a gap of three weeks between witness and suspect interview training due to 
the programming of other operational skills modules. That made it very hard to go 
back and pick up where you left off. (FYC, Sep 16) 
For other FYCs (n = 4), investigative interviewing training seemed to have little direct relevance to 
the type of policing tasks that they were expecting to conduct as FYC: 
Interview training just seemed to be wedged into a convenient spot towards the end 
of the program. I expected that we would be taught in a progressive manner – 
dealing with a routine enquiry from a member of the public, conducting a Field 
Interview at a crime scene and then progressing to formal, electronically recorded 
interviews. That wasn’t the case and we seemed to spend a lot of time covering 
Investigative Interviews when, in reality, FYC conduct very few of them. (FYC, Sep 
16) 
For the majority of FYCs interviewed, the specific knowledge and skills associated with 
investigative interviewing appear to have been diffused in the background noise and demands of 
Recruit training. For these newly appointed officers, the motivation to learn and transfer 
interviewing skills was more intimately tied to the broader goal of achieving the learning outcomes 
and satisfying the assessment requirements of the Recruit program. Equally, the views expressed 
regarding the training’s relevance to effective performance of the interviewing task in the 
workplace is likely a reflection of professional inexperience and an inability to recognise the utility 
of core interviewing skills across a wide contextual spectrum. 
FTO, Investigators and Supervisors. Several FTOs (n = 4) reported that they had not 
undertaken Level 1 training as a recruit, but rather were involved in the 2011–12 roll-out of 
Investigative Interviewing training and practice to the QPS work force. This post-recruit training 
initiative meant that, for some officers, there was a requirement to ‘unlearn’ procedures previously 
taught: 
We completed interview training during the Recruit Course but it wasn’t as robust or 
structured as the investigative interviewing techniques that we were taught 
subsequently. It took me a while to unlearn some of the habits or ways of doing 
things that I had become used to on the job. (FTO, Oct 16) 
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Given the seniority of the investigators and supervisors interviewed (average 12 years of QPS 
service), all reported having undertaken Level 1 training as part of the roll-out to the QPS 
workforce commencing in 2011–12. While some of those interviewed recalled having been taught 
basic interviewing skills on their Recruit course, the key benefit of consolidated Level 1 training 
was generally agreed to be standardisation of procedures: 
I think it’s great that Recruits are being trained in investigative interviewing skills. 
They may not use the skills straight away when they get to a station, but they are 
foundation skills that are useful in a variety of contexts. And, everyone is singing 
from the same sheet of music with the PEACE interviewing format - they know what 
is expected from them regarding admissible statements and what is likely to get 
thrown out of court. (Supervisor, Mar 16) 
There were, however, some counter-views expressed by several investigators and supervisors 
regarding the appropriateness of including Level 1 training in the Recruit course: 
I reckon it’s a waste of time teaching Recruits investigative interviewing. They 
Academy would be better focusing on communication skills and how to engage with 
people. Leave interviewing until the back end of the FYC program. That way, the 
kid has been on the street for a few months and knows which way is up. As it is, the 
interviewing module seems to be just another hurdle to get over during recruit 
training. They don’t seem to take much away from it. (Investigator, Mar 16) 
In general, the attitude of more senior interviewees to scheduling Level 1 training during the Recruit 
Course rather than at another point in the officer’s life-cycle was positive. While there was some 
disagreement over the form that the training should take (in terms of content, duration and the need 
to create clearer linkages with other modules – discussed later in this chapter), it was generally 
agreed that an understanding of and ability to apply the foundation core skills associated with 
investigative interviewing are a central component of policing capability. 
The trainee’s motivation to learn and his/her perceptions of the training’s relevance to professional 
practice are two trainee-related factors that the research literature suggests will have an impact on 
the degree of skill transfer that subsequently occurs. My research reveals that, for a variety of 
reasons, Level 1 trainees are generally not motivated to learn investigative interviewing skills and 
that there is a mixed perception of the training’s relevance as a component of Recruit training. 
In overview, trainee motivation to engage with the Level 1 (Foundation) training program and 
trainee/supervisor perceptions of training relevance were found to be significant factors impacting 
on the transfer of acquired interviewing skills. When trainee motivation to acquire or consolidate 
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new skills is negatively impacted by course design/scheduling or the training is not considered 
directly relevant to task performance in the workplace, there is a strong likelihood of minimal 
effective transfer of skills. In short, trainee motivation and training relevance were found to be 
contributing factors to the presence of a ‘transfer problem’ for the QPS in relation to Foundation 
(Level 1) training. 
6.2.2 Level 2 (Complex Investigations) 
Unlike Level 1 training that all QPS officers are required to complete, attendance at Level 2 training 
is voluntary and by selection. The course builds on the foundation interviewing skills of Level 1 
training and prepares attendees to conduct interviews with suspects, witnesses or victims in relation 
to serious or complex criminal investigations. Attendees on Level 2 training are either plain-clothes 
officers in training to become detectives or qualified detectives wishing to up-skill or improve their 
interviewing. Informal advice from QPS training staff indicates that selection for attendance is 
based primarily on two factors – availability of positions on the course panel and the releasability of 
the individual officer from their current duties to attend a two-week residential course (Det Sgt, 
Level 2 Course Coordinator, Aug 15). Currently, completion of Level 2 training is not mandated 
prior to appointment as a plain-clothes investigator or as a qualified detective. Equally, there are no 
linkages between a Level 2 qualification and additional remuneration or career enhancing 
appointments. In my interviews with investigators and supervisors I sought to gauge the impacts of 
these absent associations and the trainees’ motivation to attend, learn and transfer acquired 
knowledge and skills. 
Investigators. The majority of investigators interviewed (n = 7) completed Level 2 training in 
2014 or 2015. Several made observations regarding selection to attend Level 2 training as being 
more about being releasable from work and available to attend a residential course than being the 
best person (most appropriate based on job requirements) to attend:  
I think the QPS needs to look at our selection procedures to attend specialist training 
courses. I reckon there were at least four guys on the Level 2 course I attended that 
were only there because their bosses wanted to get rid of them for a few weeks. 
(Investigator, Mar 16) 
The motivation to attend Level 2 training was varied amongst the investigators interviewed. For the 
majority of investigators (n = 6), a desire to improve their professional abilities as interviewers was 
a key driver with the following response being indicative: 
I did the Level 2 training because I was keen to develop my skills in interviewing. 
I’d sat in on a couple of interviews conducted by an officer in CID who had done 
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Level 2 training and there was a clear difference in the way he went about things. I 
thought to myself – I want a piece of that. (Investigator, Mar 16) 
For the other investigators interviewed (n = 4), the key motivation to attend the course was not as 
easily defined. A couple of investigators expressed the view that they ‘thought it would be 
interesting’ and ‘it got me away from the office for a couple of weeks’ (various Investigators, Mar 
16). Others voiced disappointment that an interviewing qualification is not linked to remuneration, 
promotion or selection for investigative appointments: 
 I think most people do Level 2 training for personal, professional development 
reasons. You don’t get paid any more and it doesn’t do much for your career 
progression. I guess it looks good on your CV if you’re putting your hat in the ring 
for promotion or another appointment. But it’s not a mandatory qualification. 
Perhaps it should be. (Investigator, Oct 16). 
Research in the human resource and personnel management domains suggests that training is more 
likely to have a positive effect on employee attitudes (particularly motivation to perform and job 
satisfaction) where skill and knowledge formation are linked to job tenure, career progression, 
recognition and reward (Bass & Vaughan, 1966; Heyes & Stuart, 1996; Reid & Barrington, 1997). 
The absence of such motivational factors to drive attendance on QPS investigative interviewing 
courses is, in all likelihood, having a negative impact on the overall interviewing proficiency of the 
organisation. If the right people are not being trained in the right techniques for the right reasons at 
the right time in their career life cycle, the organisation’s capability in that particular domain will be 
left wanting (Rosow & Zager, 1988; Tannenbaum & Yukl, 1992). 
Supervisors. Like the investigators, the majority of supervisors (n = 6) completed Level 2 
training in 2014 or 2015. It is worth noting, however, that the remaining four supervisors 
interviewed had not yet completed Level 2 training. For the supervisors, I approached their 
motivation to undertake training from a slightly different angle – seeking their views on the 
importance of having Level 2 qualified investigators in their team. Without exception, the 
supervisors identified the value attached to specialised interview training with many (n = 7) 
bemoaning the limited opportunities to get their staff trained. As the interviews with investigators 
identified, the non-releasability of staff from high tempo work environments coupled with a limited 
number of courses creates training/skills gaps across the organisation. As summarised by one of the 
senior managers, attendance of his staff on a Level 2 course is highly desirable but fraught with 
challenges: 
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One of the key challenges that we face here is the high tempo of work and limited 
numbers of qualified investigative staff. We’re not alone – CID (Criminal 
Investigation Division) next door has similar challenges in terms of high workloads 
and too few detectives. I’d like to get all of my investigators and the supervisors 
away to attend Level 2 training, but it’s just not going to happen in the short term. 
(Supervisor/Manager, Mar 16) 
Several supervisors (n = 3), while discussing investigative interviewing training raised the issue of 
selection and linked participation to the officer’s personal drive and ambitions rather than the course 
representing a mandatory component of professional skill and knowledge development: 
In my experience, it comes down to the individual investigator wanting to expand 
their professional knowledge and abilities. You don’t get paid any more for being a 
good interviewer. You’re unlikely to be promoted on the basis of being a good 
interviewer. It’s just personal and professional pride that drives the officer to be the 
best that he or she can be. (Supervisor, Oct 16) 
The possession of supervisor support to undertake specialised training is a factor beyond the control 
of the trainee that is thought to subsequently influence the process of transfer and application 
(Merriam & Leahy, 2005; Noe, 1986). A workplace in which management is prepared to release 
individuals to undertake professional development or skill enhancement training is more likely to 
reap the long-term rewards of increased productivity, higher morale amongst staff and fewer 
resignations (Bass & Vaughan, 1966; Noe, 1986). Other factors beyond the control of the trainee, 
such as supervisor and peer support in the workplace, goal-setting, coaching and feedback 
mechanisms, the opportunity to use new skills and the availability of resources, are all thought to 
influence the application of acquired knowledge and skills (Noe, 1986). These ‘external’ factors 
impacting on application of acquired knowledge and skills are the subject of discussion in Chapter 
7. 
While trainee motivation to engage with the Level 2 (Complex Investigations) training program and 
trainee/supervisor perceptions of training relevance were found to be factors impacting on the 
transfer of acquired interviewing skills, their impact was not as significant as for Level 1 training. 
Attendees of Level 2 training, generally, were self-motivated to improve or enhance their 
professional skill sets. As volunteers for a specialist training program that is only conducted twice 
per annum at the QPSA, most Level 2 trainees seize the limited opportunity to engage with the 
training and, in turn, acquire new skills and consolidate existing interviewing skills. Equally, the 
positive views held by supervisors towards the relevance of Level 2 training is likely to foster 
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continued nomination of subordinates to attend the training and support the transfer of acquired 
skills to the QPS workplace. In short, there does not appear to be a Level 2 (Complex 
Investigations) ‘transfer problem’ for the QPS due to the influence of trainee motivation or 
perceptions of training relevance. 
Having presented my findings in relation to trainee motivation and perceptions of training 
relevance, I now turn my attention to another trainee/training related factor influencing transfer – 
perceptions of training quality. 
6.3 Perceptions of Investigative Interviewing Training Quality 
Trainee satisfaction with the training program is considered one of the variables influencing both 
the rate and extent of knowledge and skill transfer (Alliger & Janak, 1989; Baldwin & Ford, 1988; 
Pershing & Pershing, 2001). In general terms, a training program that has engaged the trainee in the 
learning process and stimulated the individual’s desire to learn and motivation to transfer acquired 
knowledge and skills to the workplace is likely to produce more ‘positive transfer effects’ than a 
program that leaves the trainee dissatisfied or disillusioned (Baldwin & Ford, 1988; Holton & 
Baldwin, 2000; Huczynski, 1989).  
The most commonly utilised mechanism to gauge trainees’ satisfaction with a training session that 
they have completed is Post-Course or Summative Evaluation. These reaction questionnaires are 
administered by the training organisation at the conclusion of the training and seek, primarily, to 
improve the quality of training programs and instruction (Lim & Morris, 2006). The 
‘reactionnaires’ are most frequently structured across seven dimensions: satisfaction with the 
instructor, instructional methods and activities, learning objectives, topics and content, logistical 
matters, course materials and  task/job alignment (Cangelosi, 1991, Mattoon, 1992; Pershing & 
Pershing, 2001; Sanderson, 1995;). The QPS does not conduct module-specific Summative 
Evaluation for the Recruit Course and so has no corporate record of trainee reactions to the 
investigative interviewing module. Equally, Summative Evaluation for Level 2 training is 
conducted informally as a group discussion at the end of the course. Individual trainee reactions are 
not recorded and the course coordinator simply seeks a general response from trainees and any 
recommendations that they might have for improvements to the program. This lack of a clearly-
defined Evaluation and Validation function at the QPSA and its effects on both training design, 
development and delivery and matching learning outcomes with workplace requirements is 
discussed in greater detail in Chapter 8. 
While my questioning of QPS officers in relation to their perceptions of quality and their levels of 
satisfaction with investigative interviewing training that they had undertaken was not as 
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comprehensive as a Summative Evaluation in terms of dimensional coverage, it nonetheless 
revealed some interesting and commonly held views amongst respondents. Interviewees were asked 
to rate the quality of the investigative interviewing training that they had undertaken using a Likert 
scale where 1 is Very Poor and 5 is Very Good. The interviewee was then asked to explain their 
reasons for that general rating of quality.  
FYC. The majority of FYCs (n = 7) rated the training as either satisfactory or good. The reasons 
given for this rating included: ‘It provided a good grounding in interview skills’; ‘a high standard of 
interview was demonstrated and expected during assessment’; ‘with the exception of the video on 
witness memory recall which was a waste of time, the rest of the training was useful’ (various FYC, 
Sep 16). For those that rated the training as poor (n = 3) the reasons included: ‘Simply another hoop 
to jump through’; ‘very limited opportunities to practice’; ‘confusing explanation of interview 
procedures – would have benefitted from a step-by-step demonstration’ (various FYC, Sep 16). 
Other criticisms included the relative experience/currency of the assessing officers and the paucity 
of uniformed officers (with the associated credibility in the eyes of the recruits) available to be 
facilitators/assessors: 
With the exception of two facilitators who were brought in for the assessment phase, 
all of the instruction in investigative interviewing was delivered by non-uniformed 
staff. I don’t want to bag their subject matter knowledge, but credibility has a lot to 
do with getting your message across. It didn’t seem right to be receiving instruction 
on a particular skill when you know damn well that they haven’t conducted a real 
interview for many years, if at all. (FYC, Sep 16) 
Transfer research examining the impact of trainer credibility suggests that trainees who hold the 
training facilitator in high regard and express respect for the knowledge and experience base of the 
facilitator are more likely to be motivated to learn and subsequently transfer knowledge and skills 
(Clark, Dobbins, & Ladd, 1993; Tannenbaum & Yukl, 1992). 
Another major complaint with the Level 1 training related to the lack of embedding for newly 
acquired skills. As noted by one of the FYC: 
 You could say this about most aspects of recruit training, but there was no 
opportunity to consolidate the interviewing skills being taught before the training 
moved on to something else. (FYC, Sep 16) 
The lack of opportunities to practice new skills and so embed the fundamentals runs counter to good 
training design and instructional practice – particularly in a competency-based learning construct 
(Kerka, 1995). It is unlikely that a trainee who has only been briefly exposed to theoretical concepts 
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with minimal practical application will be positioned to effectively transfer that subject matter 
knowledge or associated skills to the workplace.  
FTO. The majority of FTOs (n = 8) considered the interview training delivered at the Academy 
to be useful in preparing recruits for workplace conditions. The following comment was indicative 
of the, generally, positive perceptions of training quality: 
The interview training that Recruits get is sufficient. It covers the basics. As long as 
they can take those basics and apply them to the real world outside of the Academy – 
which is what the FYC Program is designed to do – then they will be OK. (FTO, Oct 
16) 
However, several FTOs (n = 3) identified that programming pressures in recruit training limited the 
time and resources that could be levied on interviewing:  
The Academy has to cram so much into such a short period of time that there will 
always be something that drops off or is underdone. It’s the high risk stuff that 
receives the most focus in recruit training – by high risk I mean weapons training 
and driving skills where if the FYC gets it wrong on the job they will kill someone or 
themselves. Communication skills, while just as important to effective policing, play 
second fiddle to operational policing skills. (FTO, Oct 16) 
Several other FTOs supported the observation made by FYCs regarding the lack of opportunities to 
embed the skills covered during the interviewing module: 
My memory of recruit training is bite, chew and swallow. Once you finished a 
training module and had been deemed competent, you moved on to the next training 
rotation. There was very little opportunity to consolidate anything that you learnt. 
(FTO, Oct 16) 
In overview, while the FTOs interviewed were generally satisfied that Recruit interview training 
adequately prepares FYCs to conduct the task in the workplace, most recognised the important role 
of the FYC Program and after-course supervision and mentoring that facilitates the honing of 
acquired skills and knowledge. These issues are examined in greater detail in Chapter 7 of this 
dissertation.  
Investigators. With the exception of one investigator who was dissatisfied with his Level 2 
training experience – ‘the scenarios lacked realism and the assessment interviews didn’t come close 
to the realities of the job’ (Investigator, Mar 16) – the majority rated the quality of training as either 
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satisfactory (n = 4) or good (n = 5). The most common praise for Level 2 training related to the 
adult learner-friendly manner in which the training was conducted: 
What I liked about Level 2 training was that we weren’t treated like idiots. It was 
actually quite refreshing to be asked for your professional input. I got a lot out of 
listening to the discussions and the ‘war stories’ of others. (Investigator, Mar 16) 
The most commonly held, positive view of Level 2 training related to the emphasis on improving 
questioning techniques. Most investigators (n = 7) appreciated the ‘adult-learner’ approach used for 
Level 2 training and valued the opportunity to conduct interviews outside of their traditional 
witness, victim or suspect comfort zones. 
I’ve spent the vast majority of my time as an investigator dealing with victims of 
sexual abuse and investigating crimes in that domain. I think the last suspect that I 
dealt with was when I was in uniform. So, the Level 2 training was useful for me 
because it forced me to recalibrate my lines of questioning. It got me thinking about 
the differences between interviewing a witness/victim and interviewing a suspect. 
(Investigator, Oct 16). 
The other commonly held view amongst investigators was the value that they ascribed to more 
detailed consideration of psychological factors in Level 2 training. As one investigator stated: 
Unlike Level 1 training, the Level 2 course used subject matter experts to present on 
the psychology of interviewing. Having the forensic psychologist come out and 
present on witness interviewing and then suspect interviewing was really useful. 
There were certainly some things that I hadn’t considered before and I’ve found have 
been quite useful back on the job (Investigator, Oct 16) 
The positive views of Level 2 training expressed by the overwhelming majority of investigators 
interviewed is in keeping with the observations that I made of the course that I directly observed 
and described in the previous chapter. A trainee who is engaged in the training experience, feels that 
their experiences and views are valued and considers that they are being ‘enriched’ as a result of the 
training are more likely to transfer acquired knowledge and skills to the workplace.  
Supervisors. The supervisors of investigators were the highest raters of training quality for both 
Level 1 and Level 2 training. While four of the supervisors could only offer their opinions of Level 
1 training because they had not attended Level 2 training, the views expressed were 
overwhelmingly positive. A statement by a supervisor regarding the quality of training output in the 
form of a better-equipped investigator was indicative: 
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Investigators definitely come out of Level 2 training better than they went in. They 
have more confidence in the interview room and don’t seem as reliant on the set 
format. They still use the PEACE steps but they seem more able to adapt the 
direction of the interview based on the response they receive. I’m not sure whether 
you’d call it adaptable or responsive, but they are certainly more attuned to what the 
interviewee is saying. This is a noticeable difference to watching a Level 1 trained 
officer go through their paces. (Supervisor, Apr 16) 
It is quite likely that the positive attitudes to both the quality of the training and the outputs of the 
training are a function of the professional experience of the supervisors balanced with realistic 
expectations of training outcomes. Having served as police officers for a longer period of time than 
FYCs, FTOs or investigators, the supervisors are, in all likelihood, more aware of the challenges 
confronting training regimes to satisfy diverse and changing workplace requirements. 
Consequently, these officers are likely to be more sympathetic towards shortfalls in the training 
system and tend to focus on the positive outcomes associated with receiving an up-skilled and more 
effective officer back into the workforce. 
A trainee’s reaction to the validity of training content can also be an indicator of both motivation to 
learn and motivation to transfer (Seyler, Holton, Bates, Burnett, & Carvalho, 1998). According to 
Knowles – whose theory of andragogical learning was discussed in depth in Chapter 2 of this 
dissertation – adult learners are believed to learn best when they can see the relevance and 
applicability of materials being taught to immediate task-related needs that they have (Knowles, 
1984). Other educational/HR theorists such as Clement and Garavaglia have suggested that an 
absence of content relevance in the mind of the trainee is a major contributing factor to a lack of 
knowledge and skill transfer (Clement, 1982; Garavaglia, 1993). In other words, if trainees see little 
relevance in the training materials presented based on their knowledge of the work-related task that 
must be performed, they will be neither ‘active learners’ nor the champions of ‘positive transfer’ to 
the workplace (Burke & Hutchins, 2007; Chiaburu & Lindsay, 2008; Gilpin-Jackson & Bushe, 
2007; Lim & Johnson, 2002). 
Negative perceptions of training quality associated with the Level 1 (Foundation) program amongst 
trainees and their workplace supervisors are likely to further contribute to an existing ‘transfer 
problem’ for the QPS. Where the trainee questions the professional knowledge and currency of the 
training facilitator or is not presented with opportunities to consolidate newly acquired skills, 
his/her attitude to the training experience is likely to be negatively affected. Equally, in instances 
where the workplace supervisor does not positively reinforce the relevance or validity of the 
training in the mind of the trainee when the trainee arrives in the workplace, there is likely to be a 
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negative effect on skill transfer. For Level 2 (Complex Investigations), on the other hand, the 
positive perceptions of training quality held by trainees and supervisors coupled with the positive 
views held towards the training’s relevance and validity are likely to mitigate the emergence of a 
‘transfer problem’ for the QPS. 
Having presented my findings regarding the perceived quality of Level 1 and Level 2 training, I 
now turn my attention to a third trainee/training related factor influencing transfer – preparedness to 
perform the interviewing task. 
6.4 Preparedness to Perform the Interviewing Task 
Self-efficacy, which has been linked by numerous researchers to positive transfer of training, can be 
defined as the judgment an individual makes about his or her ability to perform a given task 
(Bandura, 1982). The higher the trainee’s self-efficacy, the greater the motivation to learn and, in 
turn, the greater the likelihood of transferring acquired knowledge and skills to the workplace 
(Blume et al., 2010; Chiaburu & Marinova, 2005; Colquitt et al., 2000; Gist et al., 1991; Holladay 
& Quinones, 2003).  
Unlike other psychology-based research undertakings that have focused primarily on pre-training 
self-efficacy amongst trainees and its likely impacts on learning and transfer, my case study of the 
QPS focused on post-training perceptions of preparedness to perform the interviewing task. I was 
particularly interested to understand the extent to which individuals felt prepared to conduct a ‘live’ 
interview with a witness, victim or suspect under workplace operating conditions following the 
formal training they had received at the Academy. Did the training provide the individual with the 
necessary knowledge, skills and confidence to conduct an interview, to expected professional 
standards, without assistance? If the individual didn’t feel adequately prepared to conduct the task 
in a workplace setting, why was this so and how was the issue addressed? In order to satisfy these 
separate information requirements, the FYCs and Investigators were asked about task preparedness 
from their post-training perspectives and the FTOs and Supervisors were asked to rate the apparent 
task preparedness of those that they supervise in the workplace.  
FYC. Only two FYCs indicated that they felt adequately prepared to conduct a formal Electronic 
Record of Interview using the investigative interviewing model taught during Level 1 training. The 
main reasons for hesitance or feeling unprepared given by the FYCs were the limited opportunities 
to practice the skills in a training environment and concerns that the conditions portrayed in training 
would not be replicated in the real world. As identified by one FYC, a lack of confidence was an 
inhibiting factor on performance: 
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I was very nervous going into my first real interview with a suspect. I was concerned 
that I’d stuff it up or leave something out because I’d really only done it twice in 
training. I had the PEACE format to use but it was still quite daunting sitting across 
the desk with a real suspect. I bumbled my way through, but it wasn’t exactly a slick 
performance. (FYC, Sep 16) 
Other FYCs highlighted the disjuncture between conducting an interview in the training 
environment using fellow recruits in the role of the interviewee and the realities of the police 
workplace: 
I don’t think I was prepared to conduct an interview with a real subject. During 
training it’s a fellow recruit that is playing the role of the witness or suspect. Of 
course, a fellow recruit is going to be cooperative in the interview because you help 
each other to get through the assessment. It’s different when there is someone across 
the table who is aggressive and who is intent on denying any involvement in what 
you’re saying they have done. (FYC, Sep 16) 
As previously identified, a failure to consolidate knowledge and skill acquisition through practice of 
the task in a training environment that closely replicates workplace conditions is unlikely to produce 
conditions that are favorable to transfer. Equally, the lack of confidence that results from 
performing a new task in unfamiliar conditions is likely to have a negative impact on the 
individual’s post-training self-efficacy.  
FTO. Only half of FTOs (n = 5) felt that their FYCs were adequately prepared to conduct an 
investigative interview, particularly in the initial period after graduating from the Academy. In the 
opinion of most FTOs, this inadequate preparation for workplace performance of tasks is not 
restricted to investigative interviewing: 
I don’t think FYCs can be expected to go it alone in an interview room during their 
first year. It’s a steep learning curve for most of them and they need to be coached 
through the first couple that they conduct – both Field Interviews and formal 
Electronic Records of Interview. They’re like bunnies in the spotlight and your job 
as an FTO is to coax them out of the cross-hairs. (FTO, Sep 16) 
Several other FTOs (n = 4) expressed the view that investigative interviewing skills, while 
important, play a supplementary role to other operationally-focused skill-sets required by FYC: 
Frankly, I’m more concerned with how the FYC reacts in a situation that’s gone 
pear-shaped than I am about whether he’s asking the right sort of questions in an 
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interview. Asking a leading question is not going to get you or your partner killed. 
But if you don’t have a grip on firearm procedures or when you can use force to 
effect an arrest, there’s a very real chance that things can end badly. (FTO, Sep 16) 
As will be discussed in more detail in Chapter 7 of this dissertation, the relative importance that the 
supervisor places on the task being performed and the support shown to the subordinate in the 
performance of the task is likely to have an effect on the junior officer’s confidence, motivation and 
performance standards (Cromwell & Kolb, 2004; Salas, Wilson, Priest, & Guthrie, 2006). 
Investigators. Unlike the FYCs who did not feel adequately prepared by Level 1 training, the 
majority of Investigators (n = 8) felt that Level 2 training prepared them to conduct an interview as 
part of a serious or complex crime investigation. It is noteworthy, however, that the additional 
policing and like experience of Investigators (when compared to newly-graduated FYCs) likely 
adds to their post-training self-efficacy. As one Investigator noted: 
Yes, I felt adequately prepared to conduct interviews after completing Level 2 
training. But, frankly, the training just confirmed some things that I’d already been 
doing for a long time as a detective. I don’t think I learnt any new skills. It was really 
just a top-up or a bit of honing I suppose you could say. (Investigator, Oct 16) 
For those few Investigators (n = 2) who reported not being prepared, this was explained by their 
professional focus in Child Protection or Sexual Assault units with an emphasis on dealing with 
witnesses and victims rather than suspects. As explained by one Investigator: 
I’m still not entirely comfortable dealing with suspects. I know that I can do it, but I 
prefer to work with witnesses and victims. That’s my realm and, I think, that’s where 
I can make a difference. Some officers are better at dealing with suspects and that’s 
OK. Play to your strengths I say. (Investigator, Oct 16) 
It is likely that a lack of opportunities to regularly undertake suspect interviews due to the officer’s 
current appointment has negatively impacted on their post-training self-efficacy. As will be 
discussed in more detail in Chapter 7 of this dissertation, regular workplace use of the skills and 
knowledge acquired in the training environment avoids atrophy and directly impacts on the standard 
of task performance (Burke & Hutchins, 2007). 
Supervisors. The vast majority of Supervisors (n = 9) reported that their subordinate 
Investigators were adequately prepared to conduct interviews in support of complex or serious 
crime investigations following Level 2 training. Unlike the FTOs, the Supervisors expressed 
satisfaction with the interviewing abilities of their subordinate officers: 
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I’m always happy to get a Level 2 qualified officer allocated to my team. They are 
pretty much set and forget – meaning that you don’t have to be looking over their 
shoulder all the time. For complex investigations, we’ll round-table the approach that 
we’re going to take as a team, but you can rely on these qualified officers to get on 
with it and produce a good result. (Supervisor, Mar 16) 
Supervisor support is a variable that impacts on both transfer and application of acquired skills and 
knowledge. As will be discussed further in Chapter 7, supervisors who support trainees by 
providing recognition, encouragement, positive feedback and rewards for positive transfer of skills 
to the workplace are integral to addressing the fundamental transfer problem experienced in 
organisations (Blume et al., 2010; Kontoghiorghes, 2001). 
In overview, the FYCs did not feel prepared to conduct an unassisted interview with a witness or 
suspect following Level 1 training. This perception was supported by half of the FTOs interviewed. 
This ill preparedness to conduct the interviewing task under workplace conditions is likely to have a 
negative effect on transfer and exacerbate the ‘transfer problem’ for Level 1 training outcomes. The 
Investigators, on the other hand, generally expressed confidence in their ability to conduct an 
investigative interview in a complex crime matter following attendance at Level 2 training. Their 
perceptions of preparedness were supported by their workplace Supervisors. Consequently, for 
investigators, there is a stronger likelihood of positive transfer of Level 2 training outcomes and 
associated interviewing skills to the QPS workplace. 
6.5 Summary of Findings 
In summary, the transfer literature suggests that a range of trainee-related and training-related 
factors will impact on positive transfer of acquired skills and knowledge. Conditions that are 
conducive to positive transfer include a trainee who is motivated to learn and can see the relevance 
of the training to the performance of the set task in the workplace. Equally, the training should be 
designed in a manner that facilitates skill development through repetition, caters to various learning 
styles and should be delivered by credible training facilitators. In combination, the provision of 
relevant and quality training will increase the trainee’s self- efficacy in task performance and so 
heighten the likelihood of successful transfer of acquired skills and knowledge. My findings with 
the QPS are that, in general terms, Level 1 training is not currently structured or scheduled to 
maximise positive transfer. Recently graduated officers are not confident in their ability to conduct 
an investigative interview in the workplace and their immediate supervisors concur with that 
perception. Level 2 training, on the other hand, is better geared to facilitate effective transfer of 
acquired knowledge and skills. Graduates from this course and their workplace supervisors reported 
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a higher degree of satisfaction with the quality of the training and felt better prepared to conduct an 
investigative interview in the workplace. However, positive transfer could be enhanced further for 
Level 2 graduates if the newly acquired skills and interviewing qualification were linked to 
increased remuneration or career progression. 
Having addressed my research question associated with trainee-related and training-related factors 
that influence transfer of acquired interviewing skills, I now turn my attention to the theoretical 
issue of differences in the transfer pathway for hard and soft interviewing skills. 
6.6 Applicability of the Iceberg Model to the Transfer of Hard and Soft Interviewing Skills 
As Laker and Powell (2011) have identified, most research associated with training transfer over the 
last 40 years has assumed that the content of the training is irrelevant to the extent and success of 
transfer. The primary research focus in Human Resource Development (HRD) and transfer 
literature, influenced heavily by cognitive and organisational psychology, has been almost 
exclusively on the trainee, training design or delivery mechanisms and workplace support variables. 
Equally, there has historically been no differentiation between hard skills (technical) training and 
soft skills (intrapersonal and interpersonal) training or any consideration of the possibility that the 
two types of skills may have different transfer paths (Laker & Powell, 2011). My research, to some 
extent, addresses this gap with a variation of the previously presented Iceberg Model. The Adapted 
Iceberg Model Incorporating Transfer of Hard & Soft Skills at Figure 6.1 incorporates the different 
transfer paths for skills, knowledge and attributes that reside above and below the waterline. 
Figure 6.1 Adapted Iceberg Model Incorporating Transfer of Hard & Soft Skills 
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As stated in Chapter 5, my contention is that procedural or hard skills sit ‘above the waterline’ in 
the Iceberg Model. Skills such as application of the PEACE framework and the use of specific 
questioning skills to elicit information are easier to train in a traditional explain, demonstrate, 
practice and assess mode of training delivery. They are also easier to assess for competency and 
consequently receive more focus in training. By contrast, a range of other soft skills sits ‘below the 
waterline’. These cognitive, intrapersonal/interpersonal skills or attributes are difficult to train and 
difficult to assess for competency and therefore receive less focus in training. 
As described in Chapter 2, transfer of learning has been generally divided into two categories – 
Near and Far. Near transfer of skills and knowledge involves tasks that are procedural in nature 
with the skills and knowledge applied in the same manner each time with little scope for 
adaptability (Cree & Macaulay, 2000; Detterman, 1993; Merriam & Leahy, 2005). In the Iceberg 
Model, those skills sitting ‘above the waterline’ fall into this category. The hard skills receive the 
predominant focus of training effort, are more easily acquired due to their prescriptive nature and 
subsequently transfer more readily into workplace conditions that are contextually similar to the 
training environment. Far transfer, on the other hand, involves tasks where the learner is required to 
adapt to changing situations, is more difficult to instruct and has less likelihood of transfer (Cree & 
Macaulay, 2000; Detterman, 1993; Merriam & Leahy, 2005). In the Iceberg Model, those skills 
sitting ‘below the waterline’ fall into this category. Development of soft skills receives less 
attention during training either because it is assumed that the trainee innately possesses these skills 
or it is considered too difficult to address them in constrained instructional timeframes that have 
competing priorities. As a consequence, trainees are ill prepared for contextual differences in the 
workplace performance of the task and there is less evidence of effective transfer. Where 
individuals demonstrate well-honed critical thinking, active listening and rapport building skills in 
the interview room, it is more likely to be associated with factors such as life experience, maturity 
and emotional intelligence rather than a demonstrated outcome of a training evolution. 
Other researchers have differentiated between Low-road transfer and High-road transfer. Low-road 
transfer is learning that becomes automatic; where acquired knowledge and skills are recalled, 
repeated and performed through memorisation and with minimal conscious thought (Salomon & 
Perkins, 1988, 1989). This description most directly applies to the hard investigative interviewing 
skills that reside ‘above the waterline’. High-road transfer, on the other hand, is learning that is 
applied creatively and flexibly in new situations and contexts with conscious effort (Salomon & 
Perkins, 1988, 1989). This description is apt when considering the soft investigative interviewing 
skills that reside ‘below the waterline’.  
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When the two transfer categories (Near/Far and High/Low) are considered in conjunction, it can be 
seen in the Iceberg Model that hard skills sitting ‘above the waterline’ undergo Near transfer via the 
Low Road. I further suggest that there is a greater likelihood of task behaviours in the workplace 
(conduct of an investigative interview) showing evidence of learning and training transfer for these 
skills. Alternatively, the soft skills sitting ‘below the waterline’, undergo Far transfer via the High 
Road and there is less evidence of transfer in workplace-based task performance.  
Specific task performance data, derived from extensive examination of police interviews conducted 
under workplace conditions, is required to support or refute this modeling. It is, in my opinion, an 
area worthy of further investigation that will have impacts on training design, training content, 
training delivery and post-training maintenance of acquired knowledge, skills and aptitudes in a 
fundamental component of policing capability. 
6.7 Conclusion 
In this chapter I have highlighted a range of issues, predominantly related to trainees’ perceptions of 
their training experience that are likely to affect the degree of learning and training transfer that 
occurs between the training environment and the workplace.  Based on the responses of 40 serving 
officers with varying degrees of professional experience, I sought to understand the relationship 
between the training experience and the transfer of acquired knowledge and skills associated with 
investigative interviewing.  
In overview, Level 1 training was perceived to be less conducive to positive transfer of knowledge 
and skills than Level 2 training. Factors contributing to ineffective transfer include the sequencing 
of Level 1 training, the limited opportunities to consolidate skills through practice, the perception 
that Level 1 training is not appropriately designed to address the core task requirements for 
uniformed officers, and that the training is not adequately preparing officers to conduct unassisted 
interviews in the workplace. Level 2 training, on the other hand, is considered by the majority of 
attendees and their supervisors to be a worthwhile undertaking that provides officers with the 
necessary knowledge, skills and aptitudes to conduct interviews in support of complex or serious 
investigations. While there is room for improvement in terms of training design (inclusion of 
vulnerable persons and interpreters) and the provision of more opportunities to practice techniques, 
Level 2 training is more conducive to creating a positive transfer effect. For these reasons, it could 
be said that the QPS is achieving much greater ‘capability bang’ for the ‘training buck’ expended on 
Level 2 training than it currently is with the existing form of Level 1 training. 
But the trainee and the training environment are not the only factors impacting on transfer and, 
ultimately, the application of knowledge and skills in the workplace. The frequency with which the 
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knowledge and skills are routinely applied, the degree of organisational support manifest in task 
supervision and performance feedback, and the workplace climate that either supports or denies the 
application of newly-acquired skills will all play a part in the transfer–application equation. In the 
next chapter I turn my attention to these issues in the final part of the Acquisition–Transfer–
Application journey. 
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Chapter 7: Application of Core Investigative Interviewing Skills in the QPS 
 We found that 62% of employees apply what they learn in training immediately 
after attending a training program. However, after six months, only 44% apply the 
training material, and after one year, only a third (or 34%) are still using what they 
have learned in training on the job. Thus, while transfer of training is much better 
than (previously reported) 10%, there remains an obvious decay or relapse of 
training as early as six months following training. (Saks & Belacourt, 2006, p. 642) 
7.1 Introduction 
Alongside trainee-related and training-related factors, the workplace in which training-acquired 
skills are to be applied is generally recognised in psychology, education/training and human 
resources literature to be the third component of the ‘transfer triumvirate’ (Baldwin & Ford, 1988; 
Kozlowsky & Doherty, 1989; Tannenbaum & Yukl, 1992; Tziner, Haccoun, & Kadish, 1991). The 
literature suggests that for training to be considered successful and to minimise ‘application decay’ 
the work environment must actively nurture and support the transfer/application process (Gregoire, 
Propp, & Poertner, 1998). The literature also generally agrees that three workplace-related factors 
have the most significant impact on the transfer/application process. The first factor is the frequency 
with which the trainee is given the opportunity to perform trained tasks on the job (Brinkerhoff & 
Montesino, 1995; Gaudine & Saks, 2004; Lim & Morris, 2006). The second impacting factor is the 
degree of supervision, coaching and performance feedback that occurs (Brinkerhoff & Montesino, 
1995; Broad & Newstrom, 1992; Burke & Baldwin, 1999; Clarke, 2002). The third, and arguably 
most difficult to cultivate, is an organisational transfer climate in which there is overt support for 
performance of tasks as taught and trained (Kontoghiorghes, 2001; Lim & Morris, 2006; Mathieu et 
al., 1992; Rouiller & Goldstein, 1993; Tracey et al., 1995). 
This chapter examines the issue of application of investigative interviewing skills in the QPS 
workplace and aims to better understand the factors that either facilitate or act as a barrier to 
application. Utilising data collected via the forty semi-structured interviews described previously, 
this chapter is structured to address the three key workplace-related factors impacting on application 
as identified in the literature – Opportunity to Perform, Supervision and Performance Feedback and 
Organisational Transfer Climate.  
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7.2 Opportunity to Perform 
The opportunity to use newly acquired skills is an important issue in the achievement of ‘positive 
transfer’ and the minimisation of skill decay over time. (Brinkerhoff & Montesino, 1995; Gregoire 
et al., 1998; Gaudine & Saks, 2004; Lim & Morris, 2006). Ford et al., (1992) define opportunity to 
use as ‘the extent to which the trainee is provided with or actively obtains work experiences 
relevant to the tasks for which he or she was trained’ (p. 512). In this contextual framework, 
opportunity to perform is reliant on the symbiotic relationship of two parties – the trainee and the 
workplace. The trainee is not a passive recipient of tasking, but rather seeks opportunities to 
practice and apply newly acquired skills. (Ford et al., 1992; Baldwin & Ford, 1988). The workplace, 
through active supervision, coaching and management practices, presents opportunities for the 
trainee to rehearse, hone and apply the new skills (Ford et al., 1992; Garavaglia, 1993; Tannenbaum 
& Yukl, 1992). But the creation of an ‘opportunity rich’ work environment is often hamstrung by a 
combination of factors – organisational, work context and individual characteristics – that impede 
the application of newly acquired skills (Ford et al., 1992). 
7.2.1 Organisational factors 
Organisations generally consist of separate departments or functional units, each possessing, and 
differentiated by, discrete cultures, values, goals, performance outcomes and scopes of action 
(Etzioni, 1961; Simon, 1964). 
The allocation of an individual to a particular department or functional unit can have a major impact 
on opportunities to perform trained tasks (Ford et al., 1992). In a policing context, there is potential 
for great variance in workplace functionality and operational focus due to station location and 
specialisation (Vodde, 2012).  The scope of policing tasks undertaken in the individual’s assigned 
station or investigative unit will, inevitably, impact on how often newly acquired skills are applied 
(Vodde, 2012).  
7.2.2 Work context factors 
There are several factors in the individual’s work context that can inhibit or facilitate opportunities 
to perform acquired skills. Firstly, the individual’s supervisor may provide more or fewer 
opportunities to perform trained tasks depending on his/her attitudes or perceptions of the 
individual’s likeability, skills and career potential (Noe, 1988). Secondly, the degree of workgroup 
support that is provided by fellow employees to perform newly acquired skills may influence an 
individual’s motivation to seek performance opportunities (Huczynski & Lewis, 1980). Thirdly, the 
pace of work can affect the number of tasks that need to be accomplished within a specified period 
of time and so have an adverse impact on opportunities for inexperienced staff to be coached in the 
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use of newly acquired skills (Ford et al., 1992). Worldwide research into police organisational 
culture suggests that few jurisdictions or specialist units are immune from the influence of these 
three work context factors and their combined, detrimental impact on opportunities to perform 
newly acquired skills (Chan, 1997, 2001; Chan et al., 2003; Sklansky, 2007). 
7.2.3 Individual characteristic factors 
An individual’s ability to comprehend, contextualise and utilise the skills taught in a training 
environment, coupled with their supervisor’s recognition of this ability, will impact on 
opportunities to perform in the workplace (Baldwin & Ford, 1988). In an environment of competing 
task priorities and time pressure, the more highly skilled individual is likely to be allocated more 
complex and demanding tasks. Equally, an individual who demonstrates confidence in successful 
performance of the task (high self-efficacy) is more likely to be active in seeking out opportunities 
to perform (Bandura, 1982; Noe, 1986). Like other highly-structured and outcome-driven 
professions, policing is reliant on the fusion of individual abilities to achieve success (Chan, 1997, 
2001). The challenge for the policing organisation is to balance competing priorities, time pressures 
and outcomes with the need to develop less-able and less-confident individuals through regular 
opportunities to perform training acquired skills. 
The QPS personnel interviewed reported varying opportunities to perform the investigative 
interviewing task in the workplace on a monthly basis. Across the four groups of respondents, the 
most common response received was Occasional (2-3 per month). Very few respondents (n = 6 
across all groups) reported utilising the skills acquired in the training environment on a Regular (4 + 
per month) basis. Of note, the most recent graduates from Level 1 training (FYC) reported very 
limited opportunities to apply acquired investigative interviewing skills in the workplace. 
The most common explanations given by respondents for minimal use of acquired interviewing 
skills were organisational or work context related. Several FYC commented that while the conduct 
of a formal record of interview with a witness and suspect is a mandatory part of the FYC 
Development Program, it was not a regularly assigned workplace task for FYC: 
While you are required to complete your competency log for investigative 
interviewing, as a FYC you don’t spend a lot of time in the interview room. You are 
too busy responding to other jobs or being out on the road. I’ve only conducted two 
formal interviews in the six months since graduation and they’ve both been allocated 
by my FTO to tick off the requirement in my competency log. (FYC, Sep 16) 
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This view was supported by most of the supervising FTO. While uniformly supportive of their 
mentoring and coaching role in the development of FYC, a common opinion voiced by FTO was 
the low importance placed on FYC interviewing skills in the workplace: 
Frankly, the FYC Development Program is founded on getting newly appointed 
uniformed officers to work out their arse from their elbow. While investigative 
interviewing skills are important to have, they don’t sit high in the hierarchy of needs 
for a uniformed officer. In my opinion, there are other operationally-focussed 
practical skills that demand more emphasis and regular use. (FTO, Oct 16)  
Another explanation for limited opportunities to use acquired interviewing skills in the workplace 
related to the assigned station of the officer and the types of crimes dealt with: 
We conduct very few investigative interviews here at this station (Brisbane suburb). 
Most of the interviewing that we do occurs out on the road or in response to an 
incident being reported. It is rare that those matters require the persons involved to 
return to the station to give a formal statement. (FTO, Oct 16) 
Amongst Investigators and Supervisors, the most common explanation for limited opportunities to 
conduct investigative interviews on a regular basis was assignment related. While both groups of 
plain clothes respondents reported conducting interviews more frequently than their uniformed 
brethren, there were still organisational and work context inhibitors to regular use of acquired skills: 
I don’t conduct interviews on a regular basis. I suspect it’s the same for the other 
investigators here in CPIU. It is very case dependent. Some of the cases that we deal 
with are on-going over an extended period. You might have a surge requirement to 
interview witnesses or the victim if new information comes to hand through the 
wider investigation. Equally, you might go for a couple of weeks without conducting 
a formal interview. Having said that, you regularly find yourself assisting other 
investigators. You might not be the lead interviewer, but you help them with 
interview planning and act as a corroborator or monitor during the interview. 
(Investigator, Mar 16) 
Across the four groups of respondents, there were no indications of individual characteristic factors 
impacting on opportunities to perform the interviewing task. There was no evidence to suggest task 
allocation in either the uniformed or the plain-clothes components of the QPS workforce is 
dependent on the displayed and acknowledged abilities of a particular officer. While it was 
acknowledged that more complex criminal matters tend to be handled by FTO or Senior Constables 
rather than FYC, such task allocation is necessary for operational efficiency and effectiveness: 
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Sometimes we get situations that have lots of moving parts – more than one suspect, 
witnesses with conflicting versions of events, a string of indictable offences for 
example. The more experienced Senior Connies (Senior Constables) are assigned to 
these cases to make sure things are done right. We don’t shut the FYCs out 
completely – we try and get them involved as a co-interviewer or note-taker in 
interviews. That way, they’re still learning and being exposed to the job without 
having the bosses breathing down their necks expecting results. (FTO, Sep 16) 
The tendency of the QPS to allocate more complex or demanding tasks to more experienced 
personnel is a standard practice across industry, business and the public sector (Kozlowski & Salas, 
1997; Kupritz, 2002; Tannenbaum & Yukl, 1992). The challenge for the organisation rests in 
concurrently developing the abilities and confidence of junior staff without impacting on 
operational effectiveness. 
In overview, my research reveals that limited opportunities to use acquired investigative 
interviewing skills in the QPS workplace is having a negative effect on skill transfer and 
application. Due primarily to organisational and work context constraints, both uniformed and 
plain-clothes personnel are, in the main, only applying the skills learnt in Level 1 and Level 2 
training on an occasional basis. Research in the field of skill acquisition, maintenance and 
development strongly supports the need for regular practice to avoid skill atrophy or regression to 
previous behaviours (Bergenhenegouwen, et al., 1997; Ericcson & Charness, 1994; Ericsson, et al., 
1993). If acquired skills are not subject to regular ‘deliberate practice’ wherein the trainee is 
supervised, receives direct performance feedback and is allowed to correct his/her mistakes, not 
only is there minimal chance that abilities will be maintained over time but there is also a strong 
likelihood that the skills will degrade and eventually dissipate completely (Ericcson & Charness, 
1994; Ericsson, et al., 1993). Such an outcome undermines the time, effort and resources directed to 
training the individual in the first place and will have a cumulative, negative impact on 
organisational capability. 
7.3 Supervision and Performance Feedback 
The role of supervisors in influencing and supporting trainee transfer and application of skills 
acquired in training has been widely supported in both empirical and qualitative studies conducted 
in the realms of organisational psychology and management (Brinkerhoff & Montesino, 1995; 
Broad & Newstrom, 1992; Burke & Baldwin, 1999; Clarke, 2002; Van der Klink, Gielen, & Nauta, 
2001). According to Burke & Hutchins (2007), researchers have identified a range of manager 
supportive behaviours such as discussing new learning, participating in training, providing 
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encouragement and coaching to trainees about use of new knowledge and skills on the job as salient 
contributors to positive transfer and effective application of acquired skills in the workplace 
(McSherry & Taylor, 1994; Smith-Jentsch, Salas, & Brannick, 2001; Tannenbaum, Smith-Jentsch, 
& Behson, 1998). In a recent, Australian study of a leadership development program, Lancaster, Di 
Milia, and Cameron (2013) highlighted the importance of ‘through-program’ support from 
workplace supervisors: 
The results suggested what supervisors did prior to, during and after course 
attendance was critical to training transfer. Supportive behaviours prior to the course 
included motivating, encouraging and setting expectations. Practical support 
provided during the course signalled the value that the supervisor placed on the 
course. Meetings held after the course provided the best opportunity to support 
transfer. Transfer was maximised when participants experienced a positive role 
model and when supervisors showed interest in their experience of the course, 
encouraged and sponsored new initiatives, and involved them in decision-making. 
The main perceived hindrances to training transfer were culture, policies and a lack 
of encouragement (Lancaster et al., 2013 p.6) 
While not using the term ‘application’ specifically, the findings of Lancaster et al (2013) are still 
germane to the issue of supervisor impact on trainees’ use of acquired skills in the workplace. 
Previous training-related research in police investigative interviewing has, predominantly, been 
conducted using a cognitive psychological lens with a view to improving officer’s questioning 
techniques and the amount or veracity of information elicited during the interview. However, some 
researchers (Lamb et al., 2000; Lamb et al., 2002; Myklebust & Bjørklund, 2006; Powell et al., 
2008; Smets, 2011; Sternberg et al., 1999) have reached beyond such specificity and have explored 
the significance of ongoing expert feedback and follow-up supervision following initial training. 
For example, Lamb and associates (2002) concluded that the provision of on-going feedback and 
follow-up sessions by experienced police colleagues results in better interviews in terms of utilising 
acquired interview skills such as using open and non-leading questions. Myklebust and Bjørklund 
(2006) also explored the effect of training on the police use of open questions (a highly desirable 
questioning technique particularly when interviewing children) and highlighted the importance of 
on-going supervision and performance feedback in the workplace: 
….we also argue that what happens at the local police station after the formal 
training is as important as the initial training. At the institutional level, a programme 
and framework for ongoing and regular support, evaluation, and feedback is required 
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to achieve double-loop learning and long-time effect of the interview training. 
(Myklebust & Bjørklund, 2006, pp. 177–178) 
My research seeks to broaden previous examinations of post-training supervision and performance 
feedback with a more holistic view of the trainee-training-workplace relationship and the range of 
interviewing skills acquired, transferred and applied. The research literature strongly suggests that 
supervisor support is a key contributor to skill acquisition and its subsequent transfer and 
application in a workplace setting. But to what extent is the QPS providing post-training 
supervision and performance feedback to reinforce Level 1 and Level 2 learning outcomes and to 
develop the interviewing abilities of its uniformed and plain-clothes officers? 
When examining the issue of supervision and performance feedback of investigative interviews in 
the QPS workplace, it was necessary to address the matter from two functional perspectives – the 
‘supervised’ (FYC and Investigators) and the ‘supervising’ (FTO and Supervisors). Consequently, 
the questions posed to the two groups differed in terms of their respective functional perspective. 
The ‘supervised’ were asked to rate the quality (frequency and feedback) of supervision they 
receive in the conduct of investigative interviews. The ‘supervising’ were asked to indicate how 
often they actively supervise (co-interviewer, live monitor or review tapes) and provide 
performance feedback to their staff conducting investigative interviews. Discussion of my findings 
have been structured around the workplace supervisory relationships – FYC-FTO and Investigator-
Supervisor.  
FYC and FTO. Close supervision of FYC operational performance, mistake correction and the 
provision of constructive feedback by allocated FTOs is a fundamental tenet of the QPS FYC 
Development Program (Tyler & McKenzie, 2011). All FYC interviewed had completed their first 
eight weeks of on-the-job training (the ‘mentoring’ phase) and were at various points of the 
remaining 10 months (the ‘general’ phase) of the FYC Development Program (QPS, 2011b). While 
only a few FYC reported having conducted formal Electronic Records of Interview with a witness, 
victim or suspect (see previous section on Opportunity to Perform), there was a collectively positive 
response to the quality of supervision and feedback provided by FTO. One FYC described the 
supervision and feedback process in the following way: 
Your FTO basically holds your hand and acts as a guide, mentor and coach. You 
quickly realise that you basically know nothing about the realities of operational 
policing when you come out of the Academy. So for interviewing, whether in the 
field or the station, the FTO oversees your planning beforehand and then works 
beside you during the interview. After the interview they will probably give you 
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some tips for improvement and then sign off on your Competency Logbook which 
gets sent to the District Education Officer for endorsement. (FYC, Sep 16) 
As Tyler & McKenzie (2011) found in their study of QPS mentoring practices, the professional and 
personal working relationship that develops between the FYC and their allocated FTO is a key 
determinant of the success or failure of the FYC Program. While not necessarily a ‘blank slate’ 
when it comes to interviewing skills, FYC can still benefit greatly from the advice and broader 
operational experience of the FTO: 
I’ve had really good FTOs. One in particular took the time to talk me through the 
best way to conduct interviews and how you need to moderate your approach 
depending on who you are talking to and the circumstances of the incident. She 
taught me that going in softly and calmly often de-escalates tensions and usually 
yields more accurate information when questioning someone. (FYC, Sep 16) 
While a couple of FTO could not comment directly on supervision or performance feedback of 
FYC investigative interviews (because their FYC had not conducted any while assigned to them), a 
general theme to emerge was the importance of contextualising Academy-acquired skills for 
workplace application: 
A big part of being a FTO is to translate what the FYC has learnt at the Academy 
into real time policing. So, when it comes to interviewing, they’ve been taught the 
fundamentals at the Academy but they need to be coached in how to apply those 
skills effectively. Most of that explanation, practice and correction of errors occurs 
on the road. (FTO, Sep 16) 
For those FTO that indicated regular oversight of FYC investigative interviews, a co-interviewer 
approach to supervision and mentoring is reportedly common practice. In this collaborative 
approach, the FYC ‘takes the lead in the interview planning, preparation and conduct of the 
interview with the FTO playing a supporting role and only interjecting if considered absolutely 
necessary - for example, if the FYC has missed an important question or is losing control of the 
interview’ (FTO, Sep 16). It was also stressed by several FTO that the manner in which 
performance feedback is provided is critical: 
I’m always careful to avoid contradicting the FYC or highlighting they’ve made a 
mistake in front of a member of the public. I think this is very important to ensure 
their confidence isn’t undermined. I’ll wait until after the incident and we’re back in 
the car to tell the FYC what they did wrong and how they could improve. Unless it’s 
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a matter of safety when I’ll step in immediately, I think this quiet oversight of their 
performance and providing constructive feedback works pretty well. (FTO, Sep 16) 
Research into effective leadership, workplace management and supervisor – employee relations 
supports the use of constructive approaches to mistake correction and coaching for performance 
improvement (Aguinis & Kraiger, 2009; Lancaster et al., 2013; Noe & Tews, 2012; Scaduto, 
Lindsay, & Chiaburu, 2008). I found that all FTO interviewed displayed a similarly positive attitude 
towards their role in supervising and mentoring FYC across the spectrum of General Duties 
policing tasks. In common with the findings of Tyler & McKenzie (2011), my interviews revealed 
that FTO consider themselves to be ‘enablers’ in the process of the FYC ‘learning the ropes of the 
job’ (Tyler & McKenzie, 2011 p. 523). While a greater proportion of ‘interviewing’ conducted by 
FYC occurs ‘on the road’ rather than ‘at the station’, the important role played by FTO in 
supervising, correcting, contextualising and improving the use of Academy-acquired skills remains 
significant. 
In overview, the QPS has a well-established and effective program in place for the supervision and 
performance development of FYC interviewing skills. The consensus of opinion amongst the FYC 
and FTO interviewed was that the current program is high quality and that on-the-job oversight and 
assistance is a critical mechanism for interviewing skill maintenance and enhancement. 
Investigators and Supervisors. Organisational and work context factors impact significantly 
on an Investigators’ opportunity to perform the investigative interviewing task (Bull, 2014; Milne & 
Bull, 1999). The particular appointment that the Investigator holds (for example within CID, CPIU 
or Ethical Standards) and the work flow (for example conducting protracted investigations or 
reviewing cold cases) can directly impact on the frequency of interviewing skill application. 
Equally, different investigative functions or units employ various approaches to supervision and 
performance feedback for their Investigators (Supervisor, Mar 16). The management style of the 
Officer in Charge (OIC) can have a direct influence on both the degree and form of supervision 
(Supervisor, Mar 16). For example, of the ten Investigators interviewed in this phase, seven were 
drawn from a regional CPIU. I observed an atmosphere of team cohesion and unified purpose in 
this functional unit that could be traced back to the hands-on management style of the OIC. 
Consequently, the quality ratings for supervision and performance feedback by these Investigators 
was either ‘Good’ or ‘Very Good’. One CPIU Investigator summed up the importance of using a 
collaborative, team-based approach to developing interviewing skills: 
We cooperate closely in this unit, more so than other units that I’ve served in. The 
more experienced investigators help out the newer ones. It might be helping with 
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planning or the conduct of the actual interview. A supervisor might monitor the 
interview from a different room and then offer advice on the best way to move 
forward during a break in proceedings. The boss is very hands-on in this regard. 
(Investigator, Mar 16) 
The remaining three Investigators, who rated the quality of supervision and performance feedback 
as ‘Average’ were employed in other functional investigative units of the QPS. These Investigators 
reported working independently on most occasions with very little, if any, supervisor input to or 
feedback from their interviews. As one Investigator stated: 
You’re pretty much on your own when it comes to interviewing. Your boss is likely 
to be interested in the progress of the case, but not so much in how you actually 
conduct the interview. The only feedback you tend to get is a kick up the arse when 
something goes wrong and the case falls over. (Investigator, Oct 16) 
The results of interviews with Supervisors were not as clearly defined. There appeared to be a 
delineation between ‘Strategic’ supervision and ‘Tactical’ supervision. For example, three of the 
Supervisors indicated that their rank and/or appointment limited their involvement in interviews to 
‘management oversight of the broader investigation’ (Supervisor, Oct 16) and that day-to-day 
supervision of interviews was ‘the job of the Sergeants’ (Supervisor, Oct 16). Equally, five of the 
Supervisors described their role as ‘first and foremost an Investigator with the added responsibility 
of supervising more junior officers’ (Supervisor, Mar 16). As a consequence, there were mixed 
responses regarding the frequency and type of supervision and performance feedback provided to 
Investigators. Those officers in ‘Strategic’ supervisory positions reported being less actively 
involved in the appraisal of interviewing performance while those in ‘Tactical’ positions reported 
being more hands-on and consultative in the performance of their supervisory responsibilities. 
Unlike the FYC Development Program, no formal structure or mechanism for supervision and 
performance feedback exists for QPS Investigators. While interview performance may be directly 
supervised and improvements in technique recommended, it appears to be an informal expectation 
of the general management function in most investigative units. When this informal supervision and 
feedback arrangement is coupled with the absence of a link between the conduct of investigative 
interviews in the workplace and an officer’s annual performance appraisal, there can be a 
detrimental effect on the individual’s motivation to maintain or improve their training-acquired 
skills (Brinkerhoff & Montesino, 1995; Broad & Newstrom, 1992). The research literature suggests 
a lack of incentive to continually improve professional performance can create ‘organisational 
malaise’ (Aguinis & Kraiger, 2009; Lancaster et al., 2013; Noe & Tews, 2012; Scaduto et al., 
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2008). In such an environment, training-acquired skills do not benefit from regular use nor are they 
honed via coaching or technique development. The net result is that the acquired skills atrophy and 
the individual tends to regress to established, pre-training behaviours (Ericsson, et al., 1993; Noe & 
Tews, 2012).    
As increasingly recognised in research of police organisational management practices and the 
influence of ‘police culture’, little homogeneity in culture exists between agencies, jurisdictions or 
stations (Chan, 1997; Prenzler, 1997; Reuss-Ianni, 1993). The extent and methods of workplace 
supervision are likely to be an extension of the over-arching ‘police organisational culture’ which, 
itself, is shaped by a range of political, social, task environment and psychological factors (Prenzler, 
1997; Reiner, 1992;). As Prenzler (1997) identifies, a police force (or service) is difficult to pigeon-
hole in terms of possessing a unitary ‘culture’: 
… important divisions exist between management and operational police, between 
detectives and patrol officers, and between these two groups and the more welfare-
oriented groups such as juvenile aid bureau, child abuse and sexual offences squads, 
and community policing squads. (p. 49) 
While my finding that a distinct difference exists in the QPS approach to supervision of ‘new’ 
(uniformed) and ‘old’ (plain-clothes) investigative interviewers is not at odds with other empirical, 
qualitative or reformative studies conducted in this domain (Chan, 1997; Fitzgerald, 1989; Radelet 
& Carter, 1994), the role played by ‘police organisational culture’ in the application of training 
acquired skills merits closer examination. I turn my attention to this issue in the next section and 
examine particular situational or workplace factors that influence the application of training-
acquired investigative interviewing skills in the QPS workplace. 
7.4 Organisational Transfer Climate 
One of the most critical components of the work environment that impacts on both training 
effectiveness and the development of operational capabilities is the organisational transfer climate 
(Blume et al., 2010; Grossman & Salas, 2011; Salas et al., 2006). Organisational transfer climate 
has been conceptualised as ‘those situations and consequences that either inhibit or help to facilitate 
the transfer of what has been learned in training into the job situation’ (Rouiller & Goldstein, 1993, 
p.379). Situational factors include time and resource availability to perform the task as trained, 
supervisor and peer support for the use of skills as trained and the alignment of task performance in 
the workplace with techniques taught in the training environment (Marler, Liang, & Dulebohn, 
2006; Rouiller & Goldstein, 1993). Consequential factors include management initiated positive 
reinforcement (rewards) for the use of training-acquired skills or negative enforcement 
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(punishment) for failure to utilise skills as trained in the performance of workplace tasks (Rouiller 
& Goldstein, 1993; Taylor, Russ-Eft, & Chan, 2005). The presence of an organisational transfer 
climate that encourages trainees to apply newly acquired skills and knowledge to the job can create 
a compounding effect wherein such practices become the norm and become institutionalised over 
time (Elangovan & Karakowsky, 1999). This not only has positive effects on the degree of transfer 
and application of training-acquired skills but, ultimately, on capability development within the 
organisation (Elangovan & Karakowsky, 1999). 
As noted in the preceding section, an extensive body of sociological and criminological research 
suggests that, in a variety of ways, policing is a unique profession that sets it apart from standard 
businesses, corporations or indeed other public sector functions (Birzer, 2003; Bradford & Pynes, 
1999; Chan, 1996; Cox, 2011; Vodde, 2012). Central to this uniqueness is the concept of ‘police 
culture’ – loosely defined, but generally agreed to be ‘the accepted practices, rules and principles of 
conduct that are situationally applied, and generalised rationales and beliefs’ (Manning, 1989, 
p.360). Manning (1993) and other researchers (Chan, 1996; Holdaway, 1983; Reiner, 1992; 
Waddington, 1999) have theorised the existence of occupational sub-cultures (such as command, 
middle management and lower participants) within policing organisations that are variously 
attributed as ‘having a malign influence upon criminal justice, being responsible for many of the 
routine injustices that are perpetrated against vulnerable people and also mobilising the lower ranks 
to resist enlightened change’ (Waddington, 1999 p. 287). While the key elements of this malignant 
‘police sub-culture’ have been categorised in different ways by different scholars, some common 
characteristics include: the sense of mission; the desire for action and excitement, especially the 
glorification of violence; an ‘Us/Them’ division of the social world with its in-group isolation and 
solidarity on the one hand, and racist components on the other; its authoritarian conservatism; and 
its suspicion and cynicism, especially towards the law and legal procedures (Reiner, 1992). But as 
Chan (1996) identifies, ‘police culture has become a convenient label for a range of negative values, 
attitudes and practice norms among police officers’ (p. 110). In such a work environment there is an 
organisational recalcitrance to change, manifest in the use of both overt and covert resistance 
strategies, which ultimately becomes the major obstacle to the success of reform (Chan, 1996; 
Fitzgerald, 1989). 
While the scope of my research has not allowed for an in-depth examination of QPS ‘police culture’ 
or its systemic impacts on organisational change or reform, my interviews revealed two, distinctly 
different, attitudes to the utilisation of investigative interviewing skills in the workplace – generally 
negative amongst FYC and FTO (uniformed) and generally positive amongst Investigators and 
Supervisors (plain clothes). In the discussion of my findings that follows, I have remained 
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cognizant of the potential influences that ‘sub cultures’ can have on the organisational transfer 
climate and, ultimately, on the performance of the operational task. 
My interviews with QPS officers revealed a marked difference in attitudes towards the use of 
investigative interviewing in the workplace. Uniformed officers displayed a generally negative 
attitude to investigative interviewing in the context of General Duties policing. Three interlinked 
situational factors were repeatedly identified by uniformed officers as contributing to the emergence 
of this negative transfer-application climate: the time required to conduct planning and the 
interview itself coupled with the requirement to balance competing operational priorities; a 
mismatch between interview techniques taught at the Academy and those primarily used in General 
Duties policing; and a perceived occupational culture that avoids conducting formal interviews 
where possible. Plain clothes officers, on the other hand, expressed a generally positive attitude to 
the application of investigative interviewing skills as taught in Level 2 training. These officers, with 
the benefit of more and varied professional experience than their uniformed colleagues, consistently 
highlighted the value of well-executed interviewing of suspects, victims and witnesses to the 
progression of serious or complex investigations.  The following sections examine these markedly 
different organisational transfer ‘sub-climates’ in greater detail. 
General Duties. Interviews with FYC and FTO revealed three principal impediments to their 
workplace use of the investigative interviewing protocol, as taught in Level 1 training: time 
constraints and competing operational priorities; interviewing in a general duties policing context 
and a perceived culture of ‘formal interview avoidance’. 
Both FYC and FTO reported that the time required to develop a comprehensive interview plan, 
conduct an investigative interview and to then transcribe the record of interview is a significant 
inhibitor to regular use. The FYCs tended to focus on the impact of time constraints on the quality 
of their interviews. Variously describing their interviews as ‘rushed’, ‘half-arsed’ or ‘just ticking the 
boxes’ (various FYC, Oct 16), the workplace-imposed time pressures were reported to result in 
formulaic applications of the interviewing protocol with little, if any, critical thinking or exploration 
of information veracity. As repeatedly stressed in investigative interviewing literature (Williamson, 
2006; Bull, 2014), during Level 1 training and in the supporting QPS training manual (QPS, 
2012b), proper planning and preparation of interviews is mandatory to ensure thoroughness and 
effectiveness. By ignoring this important aspect of interviewing practice, it is likely that both the 
standard of the interview and the accuracy of information elicited will be negatively affected. 
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While the FYCs were focused on the impacts on their interview performance, the FTOs consistently 
highlighted the distraction caused to meeting other operational priorities. The following comment 
encapsulates this commonly held view: 
Don’t get me wrong, I think the model (investigative interviewing) is good and it 
gets results. But, a key issue is the amount of time that it takes to plan and conduct 
properly – on average I would say three hours for planning and conduct. Longer if 
the interview is then transcribed. The operational tempo of General Duties policing 
doesn’t allow a pair of officers to be unavailable to respond to other tasks or 
incidents for such an extended period of time. The model is more suited to plain 
clothes or detectives where they have the time to develop an investigative line of 
enquiry. (FTO, Oct 16). 
As previously discussed, time constraints in a General Duties policing context has a detrimental 
effect on regular use of training-acquired investigative interviewing skills. In this climate of 
competing operational priorities, the tasking of FYC to conduct formal investigative interviews is 
limited to meeting the prescribed competency requirements of the FYC Development Program. In 
short, time constraints and the need to balance competing operational priorities are ‘situational’ 
factors that contribute to a negative organisational transfer climate in the General Duties ‘sub-
culture’ of the QPS. 
Another ‘situational’ factor contributing to this negative organisational transfer climate amongst 
General Duties officers is a perceived mismatch between Academy-delivered training outcomes and 
workplace task requirements. As discussed in Chapter 6, a common view held by uniformed 
respondents was the lack of applicability for investigative interviewing in a General Duties policing 
context. While training in inter-personal communication and elicitation skills was deemed necessary 
for effective performance of tasks in the workplace, it was generally felt that the current QPS 
Recruit Training Program (incorporating a Level 1 Investigative Interviewing module) was not the 
optimal solution.   The types of crimes dealt with in a General Duties policing context, being 
primarily ‘volume’ in nature, often obviates the need to conduct a formal investigative interview 
with a suspect, witness or victim. For example, in the metropolitan stations  where my interviews 
were conducted, minor infringements or less serious indictable offences (graffiti, damage to 
property, causing a disturbance) are very common occurrences and do not necessitate a formal 
interview because the offender admits to the crime at the scene and is simply issued a Notice to 
Appear. As one FTO explained: 
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The crimes we primarily deal with here (Brisbane City) are alcohol or drug related – 
disorderly conduct, public nuisance, assaults, petty theft and the like. In most 
instances, there’s no doubt that the person has committed an offence and there is no 
need to go through the process (of conducting a formal interview). The other 
scenario that happens quite often is that the offender is too intoxicated or drug 
affected to allow for an interview. They will be taken into custody, sleep it off in the 
Watch House and then have no memory of the incident. That can make for a 
challenging interview when their response to allegations of committing a crime is 
‘Yeah, maybe, don’t know, can’t remember, if you say so’. (FTO, Oct 16). 
The commonly held view amongst the General Duties officers interviewed was that interview 
training for recruits should focus on basic inter-personal communication skills. Further, specific 
training in the conduct of a Field Interview would better match the ‘volume’ crime policing context 
that characterises their work.  Such negative opinions regarding the direct applicability of the 
current investigative interviewing training regime likely account for a negative organisational 
transfer climate for the use of formal investigative interviews. 
The combination of time imposts and contextual mismatch with investigative interviewing has 
generated a perceived atmosphere of ‘formal interview avoidance’ amongst QPS uniformed 
members. According to the majority of FYCs and FTOs interviewed, it is quite common practice in 
the QPS to quietly suggest to an alleged offender that ‘they don’t want to go through the rigmarole 
of a formal interview because it unnecessarily ties up everyone’s time and the issuing of a Notice to 
Appear is a much simpler course of action for all involved.’ (FTO, Oct 16). This perceived 
avoidance of the investigative interviewing model was further described as ‘a lack of appetite for 
formal interviews’ (FYC, Sep 16) and a preference for ‘resolving the matter on the street rather than 
back at the station’ (FTO, Oct 16). One FTO expressed his view on the matter in the following 
strident manner: 
Cars on the road and boots on the street. That’s what the Government wants and it’s 
what the bosses want. So, if a matter can be dealt efficiently and effectively at the 
scene without the hassle of a formal investigative interview, I’ll take that course 
every time. (FTO, Oct 16). 
If, as suggested, there is an occupational tendency in the QPS to avoid conducting formal 
investigative interviews amongst the General Duties fraternity, there will inevitably be a knock-on 
effect in terms of skill application, development and maintenance (Baldwin & Ford, 1988). In such 
a negative organisational transfer climate, there is a significant risk of limited transfer of skills from 
  132 
the training environment to the workplace and a rapid deterioration of acquired skills through 
minimal application (Ericsson, et al., 1993). 
Plain-Clothes. In contrast to the negative organisational transfer climate that was noted in the 
General Duties ‘sub-culture’ of the QPS, I found that the plain-clothes Investigators and 
Supervisors were overwhelmingly positive in their attitudes towards the use of investigative 
interviewing in the workplace. While this positivity can be attributed, in part, to this group’s 
experiences of Level 2 training (discussed previously), it appears that there is a much greater 
appreciation of the utility of well-executed investigative interviewing practices and the vital role 
that accurate information elicitation plays in complex and serious crime investigations. As one 
Supervisor stated: 
You can’t downplay the importance of interviewing skills for an Investigator. It’s a 
fundamental part of what we do. If you can’t get someone to talk to you – be it a 
witness, victim or suspect – you’re really at a disadvantage. In my experience, a heap 
of good detective work can be undone by poor interviews. Having a standardised 
interview format to work with helps, but I think good interviewing is more an art 
than a science and it requires constant use in a variety of situations to develop 
properly. (Supervisor # 1, Mar 16) 
This recognition of the utility of investigative interviewing and its contribution to investigative 
outcomes was consistently repeated amongst the plain clothes officers interviewed. While it was 
acknowledged by respondents in this group that investigative interviewing can be ‘time-consuming’ 
(Investigator # 2, Mar 16), ‘energy-sapping’ (Investigator # 6, Sep 16) and ‘occasionally frustrating’ 
(Investigator # 3, Mar 16), it was generally acknowledged that it is a key component of the 
investigative process and that ‘the effort expended is usually worth the results’ (Investigator # 4, 
Mar 16). 
The direct effects of a positive organisational transfer climate were most noticeable in the CPIU 
where the bulk of my interviews with plain clothes officers occurred. Levering off a collegiate, 
team-based approach to interviewing and active management supervision of the investigative 
process, this group displayed a purposeful cohesion. Rather than avoiding opportunities to conduct 
investigative interviews, this group recognised the importance of regular skill application and 
sought opportunities to hone their skills in a variety of interviewing contexts. As one Investigator 
stated: 
You don’t have a chance to go stale here. The boss makes sure of that. You might be 
working on a case that has stalled for whatever reason. Rather than twiddling your 
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thumbs waiting for the planets to align, the boss will re-task you to help out on 
another case. You might only play a supplementary role in the interview, but it’s all 
good practice. You can learn a lot from watching how others do it. Imitation is the 
greatest form of flattery. (Investigator # 1, Mar 16) 
In summary, the positive organisational transfer climate evident in the plain clothes ‘sub-culture’ of 
the QPS is more likely to be conducive to effective transfer of training- acquired skills and regular 
application in the workplace. Such an environment facilitates the maintenance and enhancement of 
training-acquired skills and counters the ill-effects of skill atrophy on the performance of a key 
policing capability. 
7.5 Conclusion 
In conclusion, extensive research has been undertaken across multi-disciplinary domains to better 
understand the relationship between training outcomes and their application in the workplace. Much 
of this research has been prefaced on the realisation that the workplace can act as an inhibitor or a 
facilitator of skill transfer and application (Baldwin & Ford, 1988; Noe, 1986). Three aspects of the 
work environment are commonly held to impact on the transfer and application process: (1) 
provision of opportunities to perform training-acquired skills under workplace conditions (Etzioni, 
1961; Ford et al., 1992; Sklansky, 2007); (2) appropriate supervision and performance feedback 
(Brinkerhoff & Montessino, 1995; Burke & Baldwin, 1999; Clarke, 2002); (3) the possession of an 
organisational transfer climate that supports the use of training-acquired skills in the performance of 
tasks (Kontoghiorghes, 2001; Rouiller & Goldstein, 1993; Tracey et al., 1995). The cross-
disciplinary literature suggests that organisations that fail to manage these impacting factors are 
unlikely to optimise training outcomes or fully realise desired performance standards amongst their 
employees.  
My findings associated with application of training-acquired investigative interviewing skills in the 
QPS workplace reveal mixed degrees of factor management. In both the General Duties and plain 
clothes functional groups, the QPS is not optimising opportunities to perform the investigative 
interviewing task. In the absence of regular workplace use, there is a danger that acquired skills will 
either fail to transfer or deteriorate to the point where re-training is required (Ford et al., 1992; 
Sklansky, 2007). Consistent performance of tasks in the workplace is enabled by supervision and 
performance feedback (Brinkerhoff & Montessino, 1995; Burke & Baldwin, 1999). While 
supervisory and performance feedback mechanisms are well-established for FYC, this is not the 
case for the majority of General Duties or plain clothes officers conducting investigative interviews. 
The degree of supervision and feedback that occurs to facilitate improvement in technique is unit-
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dependent and can differ greatly depending on individual management styles. An organisational 
climate that supports the use of skills as trained is more conducive to effective transfer and 
application (Baldwin & Ford, 1988; Kontoghiorghes, 2001; Tracey et al., 1995). A distinct 
difference exists in the respective organisational transfer climates of the QPS General Duties ‘sub 
culture’ and those plain clothes officers that are more intimately involved in investigative processes. 
The existence of a negative organisational transfer climate that is resistant to applying interview 
techniques as taught is likely to limit the extent to which investigative interviewing is ‘normalised’ 
as standard organisational practice in a General Duties policing context.    
My research findings associated with investigative interviewing skill acquisition, transfer and 
application in the QPS have a range of policy implications. These implications impact on training 
design, training delivery, competency management and workplace practices. These policy-related 
implications for the QPS are addressed in Chapter 8. 
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Chapter 8: Conclusion, Discussion and Future Directions 
In the course of our work training police officers, Chiefs often tell me that the police 
academy typically spends 90 percent of its training on defensive tactics and 10 
percent on communication skills. Unfortunately, the current community expectations 
of officers are just the reverse. (Thurau, 2015) 
8.1 Introduction 
The ability of a police officer to elicit accurate, complete and timely information from a witness, 
victim or suspect of a crime in a manner that is effective, efficient and legal constitutes a core 
component of both individual and organisational investigative capability. But training police 
officers in the skills required to achieve these desired performance outcomes is a costly and fraught 
endeavor – costly in terms of time, effort and resource inputs and fraught with the possibility of 
ineffective skill acquisition, transfer or application. At every point in the skill acquisition-transfer-
application journey there are impacting trainee, training or workplace related factors that will shape 
the desired performance outcomes. An awareness of the potential for these factors to either facilitate 
or inhibit investigative interviewing effectiveness is required by all elements of the training and 
organisational capability spectrum to enhance or mitigate their influence. Whether in the domain of 
training design and development, instructional delivery and competency assessment or workplace 
supervision and performance appraisal, an understanding of how best to covert training inputs into 
task performance outputs is highly desirable. My case study analysis of the QPS approach to 
investigative interviewing training systematically explores these facilitators and inhibitors to 
effective acquisition, transfer and application of core interviewing skills. 
In order for the investigative interviewer to elicit complete, accurate and timely information in a 
manner that is efficient, effective and legally compliant, a blend of hard procedural and soft 
cognitive skills must be synchronised throughout the interview. My research found that, in the case 
of QPS training, there is an imbalance of focus on hard skills and that soft skills are relegated to 
cursory status. Hard procedural skills such as interview planning and questioning techniques 
dominate both the Level 1 and Level 2 training programs. Following the progressive steps of the 
PEACE mnemonic, the training emphasises the importance of proper planning and framing 
questions in an appropriate manner to elicit the most complete and accurate information possible. 
Soft cognitive skills such as rapport building, active listening and critical thinking, despite being 
integral enablers to interview success, receive minimal attention in the QPS training or competency 
assessment constructs. While mentioned as important components of the interview in classroom 
theory lessons, these soft skills are not explored, explained or practiced in depth. The likely result of 
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such cursory focus in training is a graduate who theoretically recognises the importance of 
synchronising hard and soft skills in an investigative interview, but is unable to do so in practice. 
The graduate relies on the supportive crutch of the PEACE mnemonic, structured interview scripts 
and aide-memoires at the expense of displaying any cognitive or emotive flexibility commensurate 
with the interviewee’s behaviour and verbal responses. The chances of achieving the desired 
interview outcomes of eliciting complete, accurate and timely information from the subject are 
significantly reduced when one party (the interviewee) is not fully engaged in the process. 
In the remainder of this conclusion, I will summarise my results across the two phases of my 
research; I will address the main contributions of my thesis to investigative interviewing training 
literature; I will explain the policy and practice implications for the QPS and suggest future research 
in regards investigative interviewing training and the subsequent transfer and workplace application 
of acquired skills. 
8.2 Summary of Results 
8.2.1 Phase 1 – Participant Observer in QPS Training 
In Phase 1 of my research, I focused on the QPS Level 1 and Level 2 Investigative Interviewing 
training courses delivered at the QPSA. As a participant observer of the two courses, my primary 
interest was to understand how the QPS approaches investigative interviewing skills training for 
uniformed and plain-clothes officers. Within this context, I also sought to identify particular adult 
learning theories and methodologies used in the training and which core interviewing skills are 
emphasised and assessed for competency. 
Overall Approach. QPS Investigative Interviewing training follows a traditional/military approach 
incorporating elements of CBET for instruction, practice and assessment. The training model uses 
an Explain, Demonstrate, Practice and Assess progression comprising two phases (Witness 
Interviewing and Suspect Interviewing) scheduled across eight training days. There is little 
evidence of andragogical features in either course and there is limited utilisation of scenario-based 
or blended learning initiatives. While interviewing theory and assessment of competency are 
equally balanced in the training schedules of both courses, there is limited time allocated to 
practice, consolidation or contextualisation of skills in various interviewing contingencies.  
Learner Experience. In Level 1 training, the trainee as a Recruit is considered an empty vessel and 
is not actively engaged in the learning contract. Instruction is didactic and the trainee’s previous life 
or professional experiences are neither sought nor incorporated into the learning. Equally, there are 
few opportunities to further the trainee’s conceptual or contextual understanding of interviewing 
contingencies through scenario-based learning activities. This shortfall in the existing construct was 
  137 
most noticeable in relation to interviewing with the assistance of an interpreter, interviewing 
vulnerable persons and dealing with a recalcitrant or uncooperative interviewee. In not 
incorporating learner experience, the literature suggests that the training construct will be weakened 
for the adult learner and it will negatively impact on the trainee’s motivation to learn (Caffarella & 
Barnett, 1994; Houle, 1996; Knowles, 1980; Knowles et al., 1998; Kolb, 1984). 
While I also observed Level 2 training to utilise a traditional approach to instruction, practice and 
assessment, I found it caters to the adult learner to a greater extent. I found that in Level 2 training 
the plain-clothes officers are considered more likely to possess existing professional and operational 
experiences that can be used to augment prescribed learning outcomes to the benefit of the training 
group. Consequently, the Level 2 trainees are actively engaged in the learning construct, with their 
experiences sought, communally shared and valued. In being treated like adults, Level 2 trainees are 
more likely to remain motivated to learn, build on existing skills and subsequently have a positive 
view of the training experience (Houle, 1996; Knowles, 1980; Knowles et al., 2005). As highlighted 
in Chapter 6 and Chapter 7, a positive view of the training experience is more likely to facilitate 
transfer and application of training-acquired skills in the police workplace (Baldwin & Ford, 1998; 
Holton & Baldwin, 2000; Pershing & Pershing, 2001). 
Learner Style-Delivery Match. As a traditional, competency-based learning construct, my 
research found that there was no adaption for individual learning styles or preferences evident in 
either Level 1 or Level 2 training. The QPS has adopted a ‘one size fits all’ approach to training 
design and delivery which, while convenient in its standardisation, runs the risk of some trainees 
with a kinesthetic preference being ill-suited to auditory/visual instruction. The adult education and 
training literature suggests there are associated dangers for learner style-delivery mismatch 
particularly in relation to degrees and rates of knowledge and skill acquisition for the affected 
trainee (Bennett & Hess, 2004; Farr, 1987; McDonald et al., 2012). I found that these knowledge 
and skill acquisition challenges are exacerbated in both Level 1 and Level 2 training by insufficient 
consolidation of skills before assessment of competency occurs. The compressed training schedules 
do not allow for the interviewing skills taught to be practiced through repetition or under a variety 
of operational and contextual circumstances. The literature suggests that in such circumstances 
there is likely to be a negative effect on the trainee’s retention of taught materials and a limited 
ability to perform the trained task over time (Broad, 1997; Farr, 1987; McDonald et al., 2012). I 
also found that there is no recognition that learners differ in the rate of information absorption, skill 
development and contextualisation. As a traditional, competency-based learning construct, the 
trainee has no input to deciding on the pace of training. In Level 1 training, this constraint is further 
exacerbated by the requirement to schedule the Investigative Interviewing module within the 
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broader Recruit training package. There are only two possible outcomes for the trainee in this 
construct – either demonstrate the required competencies during summative assessment and 
progress towards Recruit graduation or fail and be back-squaded to repeat the training module. The 
adult education and training literature suggests that limited engagement of the trainee in the learning 
construct will negatively affect the trainee’s motivation to learn and subsequently reduce transfer 
and application of trained skills (Baldwin & Ford, 1988). 
Learner Motivation. My research focusing on Level 1 training found that the use of a traditional, 
competency-based approach coupled with the incorporation of this module into the broader Recruit 
training framework is having a negative effect on learner motivation. This finding was supported by 
the FYCs and FTOs interviewed in Phase 2. Motivation to learn and acquire new skills has an 
impact not only on the trainee’s engagement with the learning, but will also impact on the 
subsequent degree of skill transfer and application (Baldwin & Ford, 1988; Harris et al., 1995; 
Herzberg, 1966; Kerka, 1995; Knowles, 1980; Vroom, 1995).  Limited, goal-oriented motivation to 
learn is generally manifested in a minimalised expenditure of effort on the part of the trainee 
(Baldwin & Ford, 1988; Knowles, 1980; Knowles et al., 1998) In the case of the QPS, I found that 
the Recruits were generally prepared to only expend sufficient effort to ensure graduation from the 
program. By the time Recruits undertake Investigative Interviewing training in the QPS Recruit 
Training Schedule their collective and individual attitudes to training and learning have been 
‘institutionalised’ to focus solely on graduation and appointment as a FYC. In such an environment 
there is significant risk of key learning outcomes being lost in the noise of competing priorities 
(Baldwin & Ford, 1988; Kerka, 1995; Knowles, 1980). As volunteers for Level 2 training, I did not 
observe the plain-clothes officers to be as directly affected by motivation to learn issues. Primarily 
wanting to expand their professional knowledge and improve their interviewing practices, the Level 
2 trainees were predominantly self-motivated to achieve prescribed learning outcomes and 
competency standards. As such, there is a much greater likelihood of effective skill acquisition, 
transfer and application than is the case for Level 1 trainees (Baldwin & Ford, 1988). 
Relative Emphasis on Hard and Soft Skills. In Phase 1 of my research, I found that there is an 
acute imbalance in favor of hard interviewing skills at the expense of soft skills in QPS training. 
Hard procedural skills such as preparation and planning procedures and questioning techniques are 
taught, practiced and assessed for competency. Only cursory mention is made of equally-important 
soft cognitive skills such as rapport building, active listening and critical thinking and these skills 
are not measured or assessed for competency. My Iceberg Model of Investigative Interviewing 
Training (see Chapter 5) aims to provide an explanation for this imbalance – hard skills are easier to 
conceptualise, explain, teach, measure and assess for competent application than soft skills. These 
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hard skills, as a result, sit ‘above the waterline’ in the training construct and so are given greater 
emphasis. In a training construct that is time, resources and scheduling challenged, it is probably 
inevitable that the easier training design path will be followed by a training institution. The issue of 
how to better integrate and, in turn, measure the application of soft cognitive and interpersonal 
skills in investigative interviewing training and practice remains a prescient concern for researchers 
and practitioners alike (Powell et al., 2005). 
8.2.2 Phase 2 – Interviews with QPS Officers 
In Phase 2 of my research I focused on the trainee-related, training-related and workplace-related 
factors that influence the transfer and application of training-acquired investigative interviewing 
skills. Through forty semi-structured interviews with uniformed and plain-clothes QPS officers who 
had completed Level 1 and/or Level 2 training delivered at the QPSA, I sought to better understand 
the skill acquisition-transfer-application journey. The insights gleaned from these interviews also 
led to a reconsideration of my Iceberg Model to incorporate the differing transfer-application paths 
travelled by hard and soft interviewing skills. 
Trainee-Related and Training-Related Factors. The multi-disciplinary adult education and 
training literature (Baldwin & Ford, 1988; Baldwin et al., 1991; Bandura, 1982; Blume et al., 2010; 
Chiaburu & Marinova; 2005; Colquitt et al., 2000; Gagne, 1962; Gagne, Briggs, & Wager, 1992; 
Gist et al., 1991; Holladay & Quinones, 2003; Mathieu et al., 1992; Noe & Schmitt, 1986; Tracey, 
1984) suggests that the trainee’s motivation to actively engage in the learning construct, his/her 
perceptions of both the training’s quality and relevance to the performance of workplace duties and 
his/her post-training preparedness to conduct the trained task will positively or negatively impact on 
skill acquisition, transfer and application. My research in Phase 2 found that, in a general sense, 
these trainee and training-related factors were inhibiting the skill acquisition-transfer-application 
process for Level 1 trainees. Largely driven by the distractions associated with concurrent Recruit 
training, Level 1 trainees were minimally engaged in the learning, could not contextualise the 
relevance of the training to workplace duties and were ill-prepared to conduct the trained task in the 
workplace. While the negative effects of these factors were also present in Level 2 training, my 
analysis showed that they were less significant impactors in the achievement of positive training 
outcomes. 
Workplace-Related Factors. Organisational psychology and training literature (Baldwin & Ford, 
1988; Brinkerhoff & Montessino, 1995; Chan, 1997; Etzioni, 1961; Ford et al., 1992; Huczynski & 
Lewis, 1980; Simon, 1964; Sklansky, 2007) suggests that the opportunities to perform the trained 
task under workplace conditions, the degree of workplace supervision and performance feedback 
provided and the organisation’s willingness to embrace workplace practices as trained will 
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positively or negatively impact on the transfer and application of training-acquired skills. My 
research found that these workplace-related factors were having differing degrees of impact on 
uniformed and plain-clothes officers when transferring and applying investigative interviewing 
skills. For uniformed officers, there were limited opportunities to conduct formal, station-based 
investigative interviews as trained during Level 1 training. While I found a functional and effective 
supervision mechanism in place in the form of the FYC Development Program, I also found there 
was little focus on the individual’s performance of the investigative interviewing task in the 
workplace. Equally, there was minimal support amongst those uniformed officers interviewed in 
Phase 2 for investigative interviewing being incorporated into the general Recruit training package. 
For plain-clothes officers, there were greater opportunities to conduct investigative interviews in the 
workplace as trained during both Level 1 and Level 2 courses. Supervision and performance 
feedback were found to be workplace dependent and reliant on the management style adopted by 
the supervisor. In many cases, the conduct of high-quality interviews and the associated desire to 
improve performance was found to be driven more by the individual’s motivation and sense of 
professionalism than the organisation’s quality management protocols. My research demonstrates 
there was universal support for the PEACE interviewing protocol and Level 2 training design 
amongst both plain-clothes investigators and supervisors. 
Transfer-Application Paths for Hard and Soft Interviewing Skills. My findings from Phase 2 
led me to reconsider my Iceberg Model and incorporate transfer-application paths for both hard and 
soft skills (see Chapter 6). In my model, hard procedural skills are easier to train and assess for 
competency and so sit ‘above the waterline’. These types of skills, I propose, subsequently undergo 
near transfer via the low road and are therefore more evident when the interviewing task is 
undertaken in a workplace setting. Soft cognitive or interpersonal skills are difficult to train and 
assess for competency and so sit ‘below the waterline’. These types of skills, that receive minimal 
emphasis in training, I propose, subsequently undergo far transfer via the high road and so are less 
evident when the task is performed in a workplace setting. My modelling is supported in theory by 
the transfer research literature (Baldwin & Ford, 1988; Cree & Macaulay, 2000; Detterman, 1993; 
Merriam & Leahy, 2005). Further research, based on data collected from workplace-conducted 
investigative interviews, is required to confirm or deny the model’s veracity in relation to the 
transfer of specific investigative interviewing skills.  
8.3 Contributions to the Literature 
As highlighted in Chapter 3, research conducted into the efficacy of investigative interviewing 
training regimes has predominantly occurred with the aim of evaluating program effectiveness 
(Clarke & Milne, 2001; McGurk et al., 1993). Other research has most often been conducted using a 
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psychology-grounded, evidence-based lens with a view to improving interview performance (more 
accurate and fulsome information) through more efficient, effective and legally compliant 
questioning techniques (Bull, 2014; Milne & Bull, 1999; Ord et al., 2012; Powell et al., 2005; 
Powell et al., 2009). Training requirements have, as a result, been considered from a ‘bottom-up’ 
perspective in which foundation skills provided to uniformed officers in Level 1 training are 
subsequently built upon for plain-clothes officers in Level 2 training (Clarke & Milne, 2001; Powell 
et al., 2005). Research has also focused on either the skill acquisition problem as it exists in the 
training environment (Aldridge & Cameron, 1999; Clarke & Milne, 2001; Powell et al., 2005; 
Sternberg, Lamb, Davies, et al., 2001; Warren et al., 1999) or the skill application problem as it 
presents itself in the police workplace (Cederborg et al. 2013; Clarke et al., 2011; Dixon, 2010; 
Griffiths & Milne, 2006; Gudjonsson & Pearse 2011; Moston & Fisher 2007; Powell 2002; Powell 
& Wright, 2008). Research gaps exist whereby investigative interviewing skills are considered from 
an inclusive acquisition-transfer-application perspective. My research seeks to address those gaps 
with a holistic view of the skill acquisition-transfer-application pathway for both uniformed and 
plain-clothes officers. In identifying the enablers and inhibitors to effective skill acquisition, 
transfer and application as they relate to QPS investigative interviewing training, I have sought to 
shed additional light on important considerations for training designers, instructors and workplace 
managers of the investigative interviewing capability.  
Throughout the diaspora of training-related and practice literature, the investigative interviewing 
task is generalised as an undertaking that requires the combined utilisation of the interviewer’s 
communication and interpersonal skills (Bull, 2013; Cherryman & Bull, 2001; Milne & Bull, 1999; 
Poole & Lamb, 1998). These broadly interpreted skills are enabled by detailed interview planning 
and preparation and supported by prescriptive interview formats and conduct protocols (Bull, 2013; 
Milne & Bull, 1999; Ord et al., 2012; Williamson, 2006). Under this conceptual construct, any 
judgement of interview success or failure hinges predominantly on the ability of the interviewer to 
follow the set format or protocol, to ask a series of appropriately phrased questions and to elicit 
some information (possibly inaccurate, incomplete or irrelevant) from the interview subject (Bull, 
2014; Milne & Bull, 1999; Ord et al., 2012; Powell et al., 2005). Interview training, skill 
development and maintenance within this conceptual construct places an emphasis on prescriptive 
mastery – the ability of the interviewer to ask questions in a form, manner and sequence in 
accordance with the established interview format or protocol (Clarke & Milne, 2001; Powell et al., 
2009. In this process-driven construct there is limited scope to hone the individual interviewer’s 
cognitive adaptability to responses received or to refine elicitation techniques beyond the set 
question list (Powell et al., 2005). While extensive research has been conducted in the realm of 
rapport building (Ord et al., 2012; Powell, 2002; Vallano & Compo, 2011; St-Yves, 2012; Walsh & 
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Bull, 2012; Wright & Powell, 2007) and, to a lesser extent, active listening (Brownell, 1986; 
Gordon, 1975; Hegelsen et al., 1994; Ord et al., 2012, Powell, 2002; Powell et al., 2009) this has 
mostly occurred within the witness/victim interviewing stovepipe. My research, in its generalist 
approach, sought to broaden consideration of skill acquisition, transfer and application as it relates 
to both witness/victim and suspect interviewing. In doing so, my research identifies that training in 
investigative interviewing skills (where the subject of the interview may be contextually and 
circumstantially varied) comprises two distinct components - hard procedural and soft cognitive 
skills. Further, I find that these two skill components are acquired, transferred and applied 
differently. Consequently, the design of training (instructional style, practice under various 
conditions and assessment of competency) and an equal balance of focus on hard and soft skills are 
significant enablers to both learning and task performance. 
8.4 Policy and Practice Implications  
My research findings suggest that there is room for improvement in the design and delivery of QPS 
Investigative Interviewing courses. The adoption of the following adjustments and inclusions to the 
current training regime, I suggest, will improve core skill acquisition, address identified knowledge 
gaps and have a positive effect on rates of skill transfer and application. 
Incorporate andragogical learning techniques. As discussed in Chapter 5 of this dissertation, the 
use of a traditional/militaristic model of instruction has inherent limitations in terms of actively 
engaging the adult learner (Birzer & Tannerhill, 2001; Vodde, 2012.) A lack of engagement in the 
learning has a direct, negative effect on the trainee’s motivation to learn and acquire new skills 
(Baldwin & Ford, 1988; Noe & Schmitt, 1986). This lack of motivation in the trainee then 
manifests in limited transfer and application of new skills to the workplace (Facteau et al., 1995; 
Wexley & Latham, 1991). My findings, particularly associated with Level 1 training, support these 
education and psychology research maxims. The majority of Level 1 trainees reported that their 
motivation to learn investigative interviewing skills was hampered by the more pressing need to 
satisfy the assessment requirements of the broader Recruit training regime. As Recruits, they 
generally perceived the training environment to be characterised by ‘fire hose information 
conveyance’ with success measured by graduation and not drowning in the process. Rarely were 
trainees treated as adult learners, nor were they invited to incorporate individual life and previous 
learning experiences into the training construct. The didactic style of instruction, delivered by 
generalist instructors, was found to have a negative impact on the motivation of Level 1 trainees to 
acquire and subsequently transfer investigative interviewing skills. In Level 2 training, where the 
training construct was more adult learner friendly (less didactic instruction, greater inclusion of 
trainee’s professional and life experiences and use of recognised experts to augment instruction), 
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there was found to be a positive association between trainee motivation to acquire and transfer new 
knowledge and skills.  
The incorporation of andragogical learning techniques in the form of experiential, blended and self-
directed approaches (Hiemstra, 2013; Knowles, 1980; Kolb; 1984) would more actively engage 
adult learners and address the negative impacts associated with trainee motivation to learn. While 
these andragogical techniques can supplement the existing traditional/competency based learning 
construct and are likely to lead to better training outcomes, they are not without costs – particularly 
in terms of re-design, re-development and re-training of instructors (Vodde, 2012). Organisational 
acceptance and support for a change in the way that residential training is delivered and learning 
outcomes are achieved is also an important consideration (Vodde, 2012). 
Increase practice sessions across a variety of contexts. The need to practice newly learnt skills 
in order to improve the trainee’s performance is widely recognised across a variety of disciplines 
and professional domains – from music and sport to medicine and military operations (Broad, 1997; 
Farr, 1987; McDonald et al., 2012). Ericsson, Krampe and Tesch-Romer (1993) in their landmark 
study of the impact of practice on expert performance argue that the implementation of ‘deliberate 
practice’ is central to the optimisation of the learning process. The absence of deliberate practice of 
newly acquired skills inhibits the consolidation and contextualisation of required behaviours and 
can, in certain cases, adversely affect the motivation of the learner (Ericsson et al., 1993; Ward, 
Hodges, Williams, & Starkes, 2004).  Deliberate practice sessions should, as far as possible, 
replicate the conditions where the task is to be ultimately performed (in this case the police 
interview room) and incorporate direct performance feedback to allow for mistake correction to 
occur (Powell et al., 2005). In this way, poor technique can be addressed before it becomes 
embedded as routine, the trainee builds confidence in performance of the task and there is a greater 
likelihood of transfer of knowledge and skills occurring from the training environment to the 
workplace (Baldwin & Ford, 1988). 
The overwhelming perception amongst Level 1 and Level 2 trainees interviewed during my 
research was that there were too few opportunities to practice the skills required to conduct an 
effective interview. A comment made by one of the FYC interviewed is indicative of the frustration 
felt amongst trainees: 
I just felt we bounced from the theory presentations to conducting one interview as a 
practice before we were assessed. You didn’t even get the chance to be the lead 
interviewer for the entire practice interview. I know they had a lot of us to get 
through, but it just felt rushed and there wasn’t much feedback on your performance 
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before you were conducting the summative assessment interview. I think we would 
have benefitted from more practice. (FYC, Sep 16) 
Frustration on the part of the trainee ultimately leads to a negative impact on motivation to learn 
and acquire new skills (Ericsson et al, 1983). In a training construct that does not allow for 
consolidation of new skills through practice, the likelihood is that many trainees will minimise their 
engagement to simply pass the designated assessment criteria (Baldwin & Ford, 1988; Knowles, 
1980; Knowles et al., 1998). This was found to be a common occurrence in Level 1 training when 
the dominant motivation for trainees was to graduate from the Recruit training program. 
I also found that another major implication of limited practice sessions is an over-reliance by the 
interviewer on the prescribed interview format. FYCs, FTOs and Investigators alike reported a 
general lack of familiarity with the PEACE format, particularly the nuances of the Account 
component, which leads to the interviewer being focused on the interview process rather than the 
interviewee and what is being said. As one FTO described it: 
It’s probably a function of not having the opportunity to practice at the Academy, but 
I’m still very reliant on the PEACE format during an interview. I find myself looking 
through the aide-memoire, even during an interview, to make sure I haven’t missed a 
step. I think it’s pretty obvious to the suspect or witness when you haven’t got your 
shit together. (FTO, Oct 16) 
This uncertainty and a resulting over-reliance on the PEACE format aide-memoire during the 
conduct of interviews has a tendency to stifle the flow of the interview and, in some circumstances, 
ignores the interviewee’s responses to questions. In severe cases of format over-reliance, the 
interview follows a pre-destined path quite oblivious to the interviewee’s involvement in the 
equation. Inevitably, such poor interview practice impacts on the quality of the interview and can 
result in frustration, inattention or intentional duplicity on the part of the interviewee who seeks to 
take advantage of the interviewer’s preoccupation with format (Clarke & Milne, 2001; Moston & 
Fisher, 2007; Powell, 2008; Powell et al., 2005). 
Vulnerable Persons and Interpreter-assisted Interviews.  Extensive research has been 
undertaken in the realms of investigative interviewing of vulnerable persons (Bull, 2010; 
Gudjonsson, 2010; Milne & Bull, 1999, 2006; Powell, 2000; Powell et al., 2005). A common 
research finding is minors, indigenous persons and the intellectually disabled, whether a victim, 
witness or suspect, present unique challenges for the interviewer (Powell, 2000; Powell et al., 
2009). My research of QPS Level 1 and Level 2 training found that there was very little 
consideration for dealing with vulnerable persons in an interview setting. While the matter was 
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mentioned in theory lessons and trainees were made aware of the different procedures required 
when interviewing a minor (such as having a responsible adult present for questioning), there were 
no practice or assessment interviews conducted incorporating this variable.  During Phase 2 of my 
research, all groups of interview respondents identified the need for more instruction and an 
opportunity to practice interviews with vulnerable persons. As highlighted by an Investigator from 
Northern Region (Townsville), interviewing witnesses, victims or suspects from Aboriginal or 
Torres Strait Islander communities presents unique challenges that were not addressed in either 
Level 1 or Level 2 training: 
We deal with some issues in community policing up here that other regions rarely 
encounter. We have a relatively high ATSI (Aboriginal Torres Strait Islander) 
population in the city and surrounding areas. This presents some challenges for both 
uniformed police and plain-clothes investigators when it comes to eliciting 
information from a complainant or suspect. There are more steps involved when 
interviewing a vulnerable person, more agencies are involved and cultural dynamics 
play a big role. Very little of this was addressed in Level 1 or Level 2 training. For 
most of us, it’s been a matter of trial and error on the job to see what works and what 
doesn’t. I reckon it would be worthwhile having a visiting lecturer speak to trainees 
about the nuances of dealing with vulnerable interviewees so that they are at least 
aware. (Investigator, Mar 16) 
The absence of specific theory training, practice and assessment in dealing with vulnerable persons 
in an interview setting is an identified training gap that is assessed to be negatively impacting on the 
workplace performance of both uniformed and plain-clothes QPS officers (Powell et al., 2005). 
Driven by increased trans-national migration and social integration rates experienced in the UK, EU 
and to a lesser extent Australia, another growing realm of focused research in the field of 
investigative interviewing is interpreter-assisted interviews (Colin & Morris, 1996; Ewens et al., 
2016; Lai & Mulayim, 2014; Mulayim, Lai & Norma, 2014; Wakefield, Kebbell, Moston, & 
Westera, 2015). When interviewing through an interpreter, the interviewing task is made more 
complex (by the addition of a third component in the communication relationship), maintaining 
control of the interview is more demanding, the interviewer must be attuned to cultural and 
linguistic nuances and there is an inherent danger that both questions posed and answers given can 
be misinterpreted or misconstrued (Freed, 1988; Perez & Wilson, 2004).  
Despite the increasing incidence of the interview subject speaking a language other than English 
(Supervisor # 1, Mar 16; Investigator # 3, Sep 16), interviewing through or with the assistance of an 
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interpreter is only mentioned conceptually in the theory component of QPS Investigative 
Interviewing training. As stated by one Investigator: 
I was surprised that we didn’t cover the use of an interpreter in a practical sense. I 
remember it being mentioned during the training in terms of being more difficult 
than a standard interview with a witness or suspect, but I’ve got no idea how to go 
about using an interpreter effectively. There’s just so many variables. I certainly 
wouldn’t feel comfortable having do one as the lead interviewer. (Investigator, Oct 
16) 
A recurring theme in the transfer literature is the importance of matching as closely as possible task 
contingencies in the training environment to what will be encountered in the workplace (Baldwin & 
Ford, 1988). A realistic training environment that facilitates skill acquisition and transfer is one in 
which ‘aspects of training mirror the environment in which trained competencies will be applied as 
closely as possible’ (Grossman & Salas, 2011, p. 111). In the case of both Level 1 and Level 2 
training, replication of workplace conditions and interviewing task contingencies are not optimally 
realised with an associated impact on both skill acquisition and transfer. 
Introduce a Field Interview Model for Uniformed Officers. As discussed in Chapter 3, the 
PEACE training model was developed and implemented in the UK to address a range of identified 
shortfalls in investigative interviewing abilities of both uniformed and plain-clothes officers. The 
standard setting for the conduct of the formal PEACE interview is the police station (Clarke & 
Milne, 2001; Milne & Bull, 1999). Research continues to investigate more appropriate and 
applicable training models and interview formats for use by uniformed officers in a first response, 
street-level engagement with the public (Gabbert et al., 2015; O’Neill, 2011). The development of a 
Structured Interview Protocol Aide Memoire (Gabbert et al., 2015), which complements the 
PEACE model as trained in the UK, aims to better equip uniformed officers to elicit the cooperation 
of a witness and, in turn, gain timely, accurate and complete information in relation to the matter at 
hand. The QPS currently does not possess a formalised model for tactical information elicitation 
and relies instead on trainees combining the learning outcomes of the Recruit Communication Skills 
package and the Level 1 Investigative Interviewing course to span this knowledge and skill divide.  
During my research, QPS officers most often referred to tactical (or street) elicitation of information 
as a ‘Field Interview’ and repeatedly stated that they are ‘the bread and butter’ (FTO, Sep 16) of 
uniformed policing. The Field Interview occurs, most commonly, at the scene of a crime or incident 
requiring a police response. Police are seeking to ascertain the identities of those involved or those 
who may be a witness to events and the circumstances of the crime or incident. Generally, the 
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questions asked relate to confirming identity and address details and basic facts – who, what, where, 
why, when or how – in relation to the crime or incident.  Under QLD law (Police Powers and 
Responsibilities Act 2000), the person being questioned is only required to provide, when asked, 
their full name and residential address. Consequently, the manner of the police officer and their 
inter-personal skills can have a direct impact on the degree of cooperation provided and information 
elicited. While QPS Recruit training includes a Communication Skills module and a dedicated 
Investigative Interviewing module, there is no specific instruction, demonstration, practice and 
assessment associated with conducting a Field Interview. As one FYC described it, there is an 
expectation of ‘osmosis’ occurring: 
You spend a week during recruit training doing formal, investigative interviews with 
witnesses and suspects, but receive no specific instruction on how to conduct a Field 
Interview. Since leaving the Academy eight months ago, I’ve only conducted two 
formal interviews in the station but in General Duties you find yourself conducting 
Field Interviews every day. It’s almost as if they expect you to take what you learnt 
in investigative interviewing and just apply it in a different context. (FYC, Sep 16) 
Several FYC commented that conducting Field Interviews was very much a ‘watch and learn’ 
process levering off the experience of their FTO: 
 My FTO was very supportive. I think she could see that I wasn’t entirely 
comfortable in how to go about questioning someone at a crime scene. After 
watching her conduct a few, she told me on the way to a break and enter job that I 
would take the lead at the scene. She asked a couple of additional questions at the 
end, but it was very much my interview of the storeowner and a witness. It wasn’t a 
formal Electronic Record of Interview like we practiced at the Academy, but the 
basics were the same – particularly in terms of rapport building, using appropriate 
questions and actively listening to the responses given. (FYC, Sep 16) 
The requirement levied on the individual to contextualise and generalise key learning outcomes 
from a specific training module (investigative interviewing) to circumstantially different conditions 
in the workplace (field interviews) is likely to be challenging for many FYCs. This challenge of 
‘learning osmosis’ will be amplified when there are limited opportunities to practice the core 
elements of the task in the training environment (Baldwin & Ford, 1988).  As a number of transfer 
researchers have identified, when training design and workplace conditions are not aligned there is 
a marked reduction in the likelihood of successful knowledge and skill transfer (Burke & Hutchins, 
2007; Kraiger, 2003; Salas et al., 2006; Taylor et al., 2005). 
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Several of the FTO interviewed were particularly strident in their opinions regarding a perceived 
imbalance of focus in the training environment on investigative interviewing versus field 
interviewing skills. As one FTO phrased it: 
I reckon the Investigative Interviewing module should come later in the training 
continuum. Recruits have so much information shoved down their throats as it is, 
wouldn’t it be better to focus on basic communication skills and use the Field 
Interview as a mechanism for the recruit to become familiar with interacting with 
witnesses and suspects? (FTO, Sep 16) 
The absence of formal instruction, practice and assessment of competency in the conduct of a Field 
Interview is a design flaw in QPS Recruit training. While it is not part of my research remit to 
investigate Recruit training as a whole, the feedback received from a limited sample of recent 
graduates suggests that a training/skill requirement gap exists when it comes to the tactics, 
techniques and procedures associated with Field Interviews. Transfer research suggests that a 
design mismatch of this type is likely to have a negative effect on the perceived utility of the 
training and, in turn, the trainee’s motivation to learn and transfer knowledge and skills (Baldwin, 
Ford, & Blume, 2009; Burke & Hutchins, 2007). 
Active Listening and Rapport Building. Extensive research supports the importance of active 
listening (Meissner et al., 2012; Memon, Wark, Holley, Bull, & Koehnken, 1997; Shawyer, Milne 
& Bull, 2009; Yeschke, 1997) and rapport building (Abbe & Brandon, 2014; Powell et al., 2005; St-
Yves, 2012; Walsh & Bull, 2012) in achieving successful investigative interview outcomes. 
However, as identified in Chapter 5, soft skills such as active listening and rapport building are 
notoriously difficult to teach and assess for competency in a training environment. The net result, I 
suggest, is a training program that acknowledges the importance of these skills but does little more 
to develop the trainee’s understanding or application of them in an interview setting. Many FTOs 
and Investigators interviewed during Phase 2 of my research expressed concern with the ‘lip 
service’ that is paid to the core interviewing skills of active listening and rapport building in both 
Level 1 and Level 2 training. As one of the Investigators stated: 
I thought a couple of aspects were underdone in both Level 1 and Level 2 training, 
particularly rapport and listening. They were talked about during the theory sessions 
as being important to successful interviews, but that was about it. There were no 
demonstrations or examples and no separate exercises to practice the skills. It was all 
a bit ‘once over lightly’ in my view. (Investigator, Mar 16) 
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Scope exists within certain Behavioural Modeling training designs to demonstrate both positive and 
negative actions and their relative impact on task performance and outcomes (Taylor et al., 2005). 
With regard to investigative interviewing, the use of a Behavioural Modeling design approach 
would incorporate demonstrations of both good and bad interview practices in which active 
listening and rapport building were, alternatively, employed correctly, employed incorrectly or not 
employed at all. In this way, trainees could contextualise the theories with practical applications and 
so enhance understanding. If such positive and negative demonstrations were then followed by 
opportunities to practice learned skills with feedback on performance, the acquisition of new 
knowledge and skills would be enhanced. Transfer research suggests that by adopting a Behavioural 
Modeling training design with in-built error management protocols and a realistic training 
environment, positive transfer to the workplace is more likely to occur (Grossman & Salas, 2011). 
Recalcitrant Interviewees. The military adage ‘train as you wish to fight’ has direct applicability 
in relation to role-played interviewee behaviours in Level 1 training.  The absence of a recalcitrant 
or uncooperative interviewee scenario in Level 1 training does not adequately prepare the trainee 
for a common occurrence in the workplace. Disruptive or disengaged behaviour on the part of the 
interviewee can directly impact the quality and quantity of information obtained during the 
interview and can, in some instances, have a dislocating effect on the interviewer concerned. One 
FYC described the disjuncture between his training experience and real life interviewing as follows: 
The interviews that we conducted at the Academy were a piece of cake. The 
interviewee was a fellow recruit role-playing the witness or suspect. You don’t stuff 
your mates around by making it hard for them or by being a prick. It’s certainly 
different on the job. I’ve had a couple of suspects in the last few months that know 
their way around the system and have been complete arseholes. It’s not the first time 
they’ve been questioned by police and they take great pleasure in playing with the 
new guy. I certainly wasn’t prepared for the antagonism and outright disrespect that 
a lot of them show towards us. (FYC, Sep 16)  
The failure to create conditions in the training environment that accurately reflect the nature of the 
workplace where the task is to be performed undermines the likelihood of successful transfer (Salas 
et al., 2006). It was suggested by the FYC that a demonstration of how to handle a recalcitrant 
interviewee supplemented by practice sessions using externally sourced role-players (as occurs in 
Level 2 training) would be a beneficial inclusion in Level 1 training. 
Incorporate Demonstrations and Use Subject Matter Experts. As discussed in Chapter 5, 
demonstration of how to perform a new skill is a necessary step in the traditional approach to 
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training design and delivery that follows the explain stage and precedes practice and assessment. 
Both FYCs and Investigators interviewed during Phase 2 of my research identified a perceived 
shortfall in the design and delivery of Level 1 and Level 2 training in the lack of live 
demonstrations in witness and suspect interviewing. While the theory instruction received was 
deemed adequate, the lack of a step-by-step demonstration of the interview sequence meant that 
some trainees had difficulty translating theory into practice. Through observing a practical 
demonstration of the steps necessary to successfully complete the task, learners are better able to 
contextualise the material and, in turn, there is a greater likelihood of knowledge being assimilated 
and retained (Shuell, 1990). As highlighted by one of the Investigators, the demonstration needs to 
be interactive and there are benefits associated with mimicry: 
I think we should have been shown both a witness and suspect interview in their 
entirety conducted by a QPS investigator (Level 2 course uses a UK produced 
video). Using a video doesn’t work because you can’t ask questions of a video. It 
would have been great to have a homicide detective demonstrate the way that a 
suspect interview is done in a complex crime scenario. Equally, getting a Child 
Protection officer to show us the nuances of interviewing vulnerable child victims 
would have clarified some of the theory that we covered. You can always pick up 
tips from watching how an expert does it. (Investigator, Mar 16). 
Instruction from an authority figure who has professional credibility in the eyes of the trainee (a 
subject matter expert) facilitates contextualisation, retention and the transfer of knowledge from the 
training environment to the workplace (Clark et al., 1993; Dunn & Griggs, 2000; Kolb, 2011; 
Tannenbaum & Yukl, 1992). It is suggested that a re-design of both Level 1 and Level 2 training to 
incorporate demonstrations of best practice interview techniques by suspect and witness 
interviewing subject matter experts would be a relatively cost-neutral but high payoff adjustment.  
8.5 Future Research 
The issue of designing, developing and delivering best-practice investigative interviewing training 
for both uniformed and plain-clothes police officers in a cost effective and efficient manner 
continues to plague law enforcement agencies worldwide. The cooperation of researchers and 
practitioners in the development and integration of an evidence-based training model in the form of 
PEACE has paid significant capability dividends for a host of UK, EU and Commonwealth policing 
agencies including the QPS. But this is not to suggest that the collective research effort in relation to 
identifying and testing alternative approaches to core skills training has ceased. The most significant 
development in this regard is the comparatively recent broadening of the investigative interviewing 
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discipline to consider the utility of intelligence interviewing tactics, techniques and procedures.8 
While the interview contexts may be different (police station versus a tribal hut for example) and 
the information elicited during the interview may be used for different purposes (criminal 
investigation versus security threat warning for example), the core skills required by the interviewer 
are fundamentally the same. Both types of interview seek accurate, complete and timely 
information from the interviewee and both must be conducted in a manner that is effective, efficient 
and lawful. The degree to which the interviewer can effectively integrate hard and soft 
communication and interpersonal skills will directly affect interview outcomes. So, while there 
remain many opportunities to continue research into the efficacy and effectiveness of the PEACE 
training model, the realm of intelligence interviewing presents a myriad of further research 
opportunities. 
PEACE Training Model 
My research into the skill acquisition-transfer-application journey and the factors that inhibit or 
facilitate positive training outcomes was limited to a single, Australian jurisdiction. There is ample 
scope to conduct comparative case studies of other Australian jurisdictions and internationally. For 
example, a comparative case study of a well-established PEACE training program in the UK and an 
emergent program in differing operational contexts and circumstances such as the Canadian RCMP, 
would likely be both interesting and informative for researchers and practitioners alike. 
Research, from a variety of disciplinary perspectives, continues into the foundation communication, 
social and interpersonal skills required by uniformed officers to effectively interact with the public. 
An associated research opportunity exists in examining best practice training techniques to provide 
new officers with the necessary skills, knowledge and attributes (SKA) to perform effectively in 
these regular elicitation contexts. Coupled with an organisational task analysis to quantify the SKA 
requirements for uniformed officers in the performance of their general duties, such research could 
also shed light on the efficacy of adopting a building block approach to interviewing skills 
development that is staggered through the officer’s career life cycle. 
While my research did not measure the use of soft interviewing skills in an operational 
environment, it did reveal that even after receiving formal investigative interviewing training, the 
majority of QPS officers interviewed do not feel confident in their ability to integrate them 
                                                
8 The 2017 International Investigative Interviewing Research Group (IIIRG) Conference was 
convened in Monterey, CA in July 17. Major contributors to both the Masterclass and the main 
conference were embedded and aligned researchers from the US High Value Detainee Interrogation 
Group including Dr Susan Brandon, Dr Chris Meissner and COL Steven Kleinman. 
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effectively and consistently in an interview. More research is required to quantify, measure and 
assess competency standards in rapport building, active listening and critical thinking skills. 
Exploring alternative avenues for soft skill acquisition and development beyond formal training 
iterations is also needed. 
Intelligence Interviewing 
As identified in the Introduction to this thesis, the realm of intelligence interviewing offers 
increasingly recognised comparability to that of investigative interviewing (Evans, Meissner, 
Brandon, Russano, & Kleinman, 2010; Goodman-Delahunty, Martschuk, & Dhami, 2014; Granhag, 
Oleszkiewicz, Strömwall, & Kleinman, 2015; Hartwig, Meissner & Semel 2014).  However, on-
going research gaps exist in examining the design and delivery of training, competency assessment 
and post-training development or maintenance of skills in this ‘sister’ interviewing discipline. Such 
research could take the form of a single evaluative case study based on the interview training 
regime of a selected intelligence agency or a comparative case study of interview training regimes 
from an intelligence interviewing and investigative interviewing perspective. In either case, there 
are likely to be valuable lessons and insights to be derived from a systematic examination of 
training practices in a parallel domain that provide employees with foundation and advanced 
elicitation skills. However, a possible impediment for researchers venturing into this domain is the 
likelihood that intelligence tactics, techniques and procedures are likely to be classified. The 
possession of appropriate national security clearances would be required by the researcher and there 
will likely be limitations on the release of findings into the public domain. However, if the growing 
transparency of international interrogation practices witnessed at the 2017 IIIRG Conference in the 
US is any gauge, perhaps these traditional barriers to external scrutiny are slowly dissipating. 
Human intelligence operations are another domain that presents future research opportunities to 
inform investigative interviewing training and practice. Rapport building, active listening and 
critical thinking are central to effective task performance in this arena (Girod, 2014; Steele, 2010; 
US Department of Defense, 2006). Just as information elicitation relies on strong interpersonal and 
communication skills on the part of the interviewer, so too does the task of gaining the cooperation 
and developing a working relationship with an intelligence source. There are likely to be valuable 
lessons and insights to be derived from an examination of foundation training in this domain with a 
focus on how soft skills are developed and how individuals are assessed for competent performance 
of the task under a variety of contextually different conditions. However, it is very likely that 
security constraints, access to intelligence agencies and their training institutions and their 
willingness to cooperate with non-vetted researchers will continue to present challenges in the 
current security climate.    
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8.6 Concluding Comments 
This research was undertaken with the foremost aim of contributing to the body of knowledge 
regarding best-practice training in investigative interviewing core skills. The possession of these 
core skills facilitates the elicitation of complete, accurate and timely information from a victim, 
witness or suspect in a manner that is efficient, effective and legally compliant. It is not hyperbolic 
to state that the possession and application of these skills represent a critical component of policing 
capabilities to operate in increasingly complex circumstances and environments. 
While this research is not without the attendant limitations associated with using a single case study, 
many of the observations associated with enablers and inhibitors to effective skill acquisition, 
transfer and application are likely to be applicable to other police services worldwide because these 
agencies share the challenges of training adults in complex skill sets. My attendance at IIIRG 
conferences over the last three years and the acceptance of my poster and oral presentations by the 
IIIRG Scientific Committee9 suggests that issues associated with training and the subsequent 
application of acquired skills are topics of on-going interest and debate for researchers and 
practitioners in this professional realm. 
Training, while a fundamental enabler of capability, too often plays ‘second fiddle’ to operations in 
the vehement struggles for funding, resource allocation and appropriately qualified and experienced 
staff. Training also requires organisational ‘champions’ to influence and shape the thinking of 
commanders and decision makers – to be not only seated at the table but to be heard. Serving 
officers, with the support of evidence-based research, are best-placed to assume such a role. 
Future research opportunities associated with investigative interviewing training are both promising 
in their focal variety and important to the furtherance of policing capability. The broadening of the 
investigative interviewing ‘church’ to embrace intelligence interviewing and the associated 
discipline of human intelligence operations portends valuable cross-pollination of ideas and lessons 
learnt. Ideally, all members of the collective ‘information elicitation congregation’ will grow 
through this developing association and cooperation. 
                                                
9 At the 2017 IIIRG Conference my oral presentation – ‘Factors Impacting on the Transfer and 
Application of Training-Acquired Investigative Interviewing Skills’ – received the IIIRG Best 
Student Research Award. 
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Appendices 
Appendix 1: Reflexive Journal – SWOT Analysis and Reflexive Activities 
A1.1 Introduction 
As Patton (2002) states: ‘Because the researcher is the instrument in qualitative inquiry, a 
qualitative report should include some information about the researcher…The principle is to report 
any personal and professional information that may have affected data collection, analysis and 
interpretation – either negatively or positively’ (p.566). This reflexive journal encapsulates the self-
assessment of perspective that I applied during the research design, data collection and data analysis 
stages of my research project. This Appendix commences with a description of my professional 
background in military intelligence. I identify the sources of my knowledge and practical expertise 
in intelligence interviewing and training of adults in specialised skills. The Appendix then provides 
an overview of my preconceived perceptions relating to military training in intelligence 
interviewing and a SWOT analysis of the skills, knowledge and attributes that could either 
contribute to my research undertaking or required mitigation strategies to address shortfalls. The 
Appendix concludes with a description of the Reflexive Activities that I conducted throughout my 
research to maintain objectivity and reduce researcher bias.   
A1.2 Professional Background 
In 1984 I was accepted into the Australian Regular Army as an officer trainee at the Royal Military 
College, Duntroon. Upon graduation and commissioning, I subsequently served for 20 years in the 
Australian Intelligence Corps in a range of operational, staff, analytical, training and command 
roles. I retired from the Regular Army in 2006 at the rank of Lieutenant Colonel and continued to 
serve in the Inactive Army Reserve on intelligence-related special projects until 2016. 
The bulk of my appointments as an Intelligence Officer were in the human intelligence domain or in 
training institutions. I qualified as a military interrogator, Resistance to Interrogation trainer and 
specialist counter intelligence interviewer. I commanded the Australian Army’s interrogation sub 
unit and managed the interrogation process in a deployed operational environment (International 
Force East Timor - 1999). I served as an instructor in interrogation and counter intelligence 
interviewing at the School of Military Intelligence (1992-94) and subsequently commanded the 
Defence Intelligence Training Centre (2003-05) with direct responsibility for the oversight of 
Australian Defence Force interrogation policies and training programs. In this appointment, I was 
also directly responsible for the ADF’s interrogation and counter-intelligence interviewing doctrine 
and the associated linkages between doctrine, policy, training and operational practice. As such, I 
provided the principal input to the Department of Defence response to the Australian Parliament’s 
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2004 Inquiry into ADF Interrogation Training Policies and Procedures following the Iraq Abu 
Ghraib Prison scandal. I was awarded an Australian Army Commendation in 2005 for my 
performance in this role. 
Following retirement from the Regular Army, I worked for eight years as a self-employed 
consultant developing and delivering training programs for the Australian Defence Force, 
Australian Security Intelligence Organisation, Australian Federal Police & Victoria Police. During 
this period I also undertook both formative and summative training evaluations for a number of 
Federal agency intelligence-related programs.  
A1.3 Experience-based Perceptions of Military Training and Workplace Application of 
Interviewing Skills 
As a direct result of my exposure to military training regimes and the skill acquisition-transfer-
application process as it relates to intelligence interviewing, I commenced my research journey with 
a range of experience-based perceptions of procedural effectiveness. These perceptions of military 
intelligence (interrogation and counter-intelligence) interviewing training and practice are 
summarised as follows: (1). Training is highly structured and is developed and delivered under the 
auspices of a Training Management Plan. (2). The Training Management Plan is directly informed 
by Training Needs Analysis that links training with the knowledge, skills and attributes required to 
perform the task in the workplace. (3). Learning outcomes and competency requirements are clearly 
articulated and progressive in complexity with opportunities to consolidate learning through 
practice. (4). Training utilises an Explain-Demonstrate-Practice-Assess framework. (5). Training 
comprises the extensive use of lectures, demonstrations, role-plays, discussions and presentations 
by subject matter experts and operational lessons learnt supplemented by multiple practice sessions 
across a variety of operational contexts. (6). Training utilises a progressive approach to assessment 
(Formative and Summative) wherein the trainee does not undertake Summative Assessment of 
competency in interviewing skills until shortfalls identified during Formative Assessment are 
rectified. (7). Operationally-experienced Instructors provide critical performance feedback and 
constructive advice to trainees in order to address competency shortfalls. (8). Linkages exist 
between interviewing qualifications and workplace performance/annual appraisal and 
promotion/career prospects. (9). In the military workplace there are regular opportunities to utilise 
interviewing skills acquired in the training environment during exercises or while deployed on 
operations. (10). In the military context, a supervisory structure assists with oversight of 
performance standards, regulatory compliance with questioning techniques, skill maintenance and 
development. 
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A1.4 SWOT Analysis 
At the start of my PhD candidature I undertook my own SWOT Analysis to identify particular 
personal advantages and challenges that would inform my research journey. 
A1.4.1  Strengths. (1). Practitioner experience of interviewing for the purposes of 
information gathering. (2). Professional, hands-on experience of adult training – design, 
development, delivery and evaluation as both an instructor and commander of a military training 
institution. (3). Experience of large volume data analysis (foreign military capabilities and security 
environment context). (4). Experience of consultancy-provided advice and organisational change 
management. 
A1.4.2  Weaknesses. (1). No training or experience of police-specific interview techniques. 
(2). No experience of a police training environment. (3). No experience of conducting research data 
collection via direct observation or research-style interviews. (4). No experience of quantitative data 
collection or analysis techniques or using computer software in support of qualitative data analysis. 
(5).With the exception of a Cert IV in Workplace Training and Assessment, no tertiary 
qualifications related to the provision of adult education and training. 
A1.4.3  Opportunities. (1). To utilise my professional background, knowledge and 
experience in a new (and culturally different but familiar) environment. (2). To challenge my pre-
conceived views related to the efficacy of the military’s approach to training human intelligence 
operators. (3). To expand my knowledge of the skill acquisition-transfer-application process in a 
new professional domain. 
A1.4.4  Threats. (1). Potential for a biased perspective to dominate my observations, 
analysis and interpretations of meaning. (2). Potential to conduct the research project from a 
consultant’s perspective rather than that of an academic researcher. (3). Potential for exclusion (or 
minimal engagement) by QPS personnel on the basis of ‘not being one of their own’.  
A1.5 Reflexive Activities 
The following Reflexive Activities were undertaken, at various stages of my research, to mitigate 
the potential for subjectivity and perception bias to influence my design, data collection, analysis or 
findings. 
A1.5.1  Reflexive Activity 1. While developing my research design and undertaking the two 
components of my literature review, I consciously set aside ‘the military approach’ as a 
comparative standard. I purposely avoided a multi-case study approach using a police entity and a 
military entity when examining the interviewing skill acquisition-transfer-application process. I 
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considered this approach was necessary to avoid the trap of comparing ‘apples with oranges’. 
Another constraint that influenced my decision not to compare military interviewing with police 
interviewing was the security classifications and protocols associated with military intelligence 
practices. Obtaining the requisite Defence Department permissions to access, analyse and comment 
on Australian military tactics, techniques and procedures in a public forum was assessed to be too 
difficult for a non-embedded researcher. 
A1.5.2  Reflexive Activity 2. At the conclusion of both phases of data collection and before 
commencing analysis of the results, I reviewed my notes to remove any comparisons with military 
training delivery or military training management practices. I found that this was a useful exercise 
to focus my research and examination of the collected data using an ‘independent researcher lens’. 
An example of an observation that was set aside through this process was the absence in Level 1 
training of interviewing through an interpreter. While this appeared to be an important issue when 
observing Level 1 training, upon reflection I realised that I had been overly influenced in my views 
by my exposure to military interrogation, tactical questioning and field intelligence training. In each 
of these military training courses there is an underlying assumption that the interviewing will occur 
outside of Australia and the interviewee, in all likelihood, will not speak English as a first language. 
Consequently, the effective use of an interpreter to translate questions and responses during the 
interview is vital to the elicitation of accurate, timely and complete information. For the QPS, there 
is not an equivalent requirement to train recruits for interviewing in this context. While the QPS 
possesses a corporate Language Services Strategy (QPS 2011c), recruits only need to know how to 
access proscribed interpreter services on an as-required basis. This was a salient reminder of the 
importance of context and workplace requirements when observing the skill acquisition-transfer-
application process. 
A1.5.3  Reflexive Activity 3.  The third reflexive activity that I undertook, on a 
regular basis through the research process, was to ‘remove the consultant’s hat’. My principal 
supervisor oversaw this purposive measure to ensure consistent alignment of my observations and 
analysis with the relevant literature and my research questions. Where a tendency emerged to view 
QPS training and workplace use of investigative interviewing as a set of conditions requiring 
remediation or amendment, my supervisor re-aligned my perspective to that of an academic 
researcher. While my research, inevitably, identified a range of implications for the QPS in terms of 
maximising skill acquisition and application through positive transfer, this regular reflexive activity 
was an important safeguard to keep my dissertation on track and to avoid the production of an 
80,000 word consultant’s report.   
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A1.6 Conclusion 
While my professional experience in intelligence interviewing, adult training in specialist skills and 
consultancy to government agencies presented some key strengths and opportunities to be exploited 
during my research, there were, equally, a number of inherent weaknesses and threats that required 
mitigation throughout my research journey. I am hopeful that a combination of self-awareness, 
reflexive activities and supervisor oversight have led to a research product that is valid, reliable, 
generalisable and objective. 
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Appendix 2: Core Skills Mention Matrix 
     
QUALITIES OF AN INVESTIGATOR: Qualities that assist in the conduct of effective and 
efficient interviews and result in accurate, court-admissible information. 
Investigative Mindset - Approaches the interviewing task with a foremost desire to establish the truth 
and illicit actionable information. 
Communication Skills - Oral and written communication skills enable effective interaction with the 
interviewee and accurate reporting. 
Non-Bias - Interviewing is conducted free from personal or institutional bias toward the interviewee 
or the alleged criminal act. 
Patience - The interviewer demonstrates patience when encountering obstacles to free information 
flow. 
Persistence - The interviewer demonstrates persistence when encountering resistance or hesitance in 
the interviewee.  
Curiosity - A questioning demeanour that seeks verifiable explanations of events, circumstances and 
an individual's actions.  
Attention to Details - Pays close attention to details obtained during questioning and when 
disseminating information obtained in written reports. 
Ethics - Behaves ethically and in accordance with QPS values when conducting interviews. 
 
PLANNING: Considerations necessary to ensure that each interview is tailored to the individual 
interviewee and specific case requirements. 
Interviewee - Subject of interview identified as witness, victim or suspect of a possible criminal act. 
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Background - Background circumstances or factors that may influence the attitude, engagement or 
communication skills of the interviewee. 
Strategy - Interview strategy developed that is appropriate to interviewee (cognisant of background 
factors). 
LOQ - Lines of Questioning developed that seek accurate, reliable and timely information in relation 
to the subject criminal act. 
Legal - Considerations pertaining to admissibility of information obtained or the legal rights of the 
interviewee. 
Admin - Considerations pertaining to administrative arrangements for the conduct of the interview 
(location, interruption-free, recording etc). 
Blocks - Potential barriers to effective communication between interviewer and interviewee. 
 
RAPPORT: Rapport between the interviewer and interviewee facilitates willingness to engage and 
resulting information flow. 
Perspective - Interview is conducted mindful of interviewee's perspective of events. 
Empathy - Interviewer establishes, develops and maintains an empathetic view of the interviewee and 
his/her personal circumstances.  
Non-Judgemental - Interviewer is non-judgemental of the interviewee or information conveyed and 
does not impose personal biases. 
Body Language - Interviewer's body language facilitates an open flow of information, conveys 
openness and encourages rapport building. 
Non-Verbal Encouragers - Interviewer utilises this technique to indicate apparent agreement with 
interviewee to facilitate information flow. 
Paraphrasing - Interviewer utilises this technique with answers obtained to encourage rapport and 
facilitate information flow. 
Respect - Interviewer demonstrates respect for the individual and his/her views or explanations. 
 
ACTIVE LISTENING: Is a way of listening and responding to another person that improves 
mutual understanding. 
Focus - Active listeners concentrate, clarify and check meaning, content, context and intent of what 
others say. 
Non Verbal - Physical actions by the listener such as maintaining eye contact, nodding, mirroring, 
engaged posture that facilitate active listening. 
Verbal - Spoken responses by the listener such as positive reinforcement, paraphrasing, reflection and 
clarification that assist active listening. 
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Summarising - Clarifies and reinforces the message for both listener and speaker. 
Patience - Gives the speaker the opportunity to verbalise thoughts and feelings. Pauses and short 
periods of silence should be accepted. 
 
QUESTIONING TECHNIQUES: The use of appropriate questioning techniques will elicit more 
information that is accurate and complete from the interviewee. 
Cognitive (Free Recall) - A questioning technique used for victims and witnesses. 
Conversation Management (CM) - A questioning technique used for suspects.  
TEDS (Tell, Explain, Describe, Show) - An open question technique to encourage a full and detailed 
account of what the interviewee knows.   
Probing (Who, What, Where, When, Why & How) - Specific questions used to obtain fine grain 
detail that can be checked against known facts. 
Inappropriate (Forced Choice, Multiple, Leading, Closed) - Question types that can confuse or 
encourage inaccurate responses and should be avoided.  
Persistence - The interviewer is not obliged to accept the first answer received. Closely linked to 
having an investigative mindset.  
Flexibility - The interviewer must have the flexibility to adapt a line of questioning to the interviewee's 
responses or other information received. 
Challenge - The interviewer must be prepared to challenge the interviewee's responses, as necessary, 
in a legally compliant manner. 
 
CRITICAL THINKING: Observation, analysis, interpretation, reflection, evaluation, problem 
solving and decision-making. 
Open Mind -The interview is approached with an open mind, without pre-conceived expectations or 
conclusions. 
Hypotheses - The interviewer utilises competing hypotheses as an analytical technique to evaluate 
information and determine relative value. 
Bias Awareness - The interviewer is aware of the potential for pre-conditioned bias to exist and avoids 
being influenced in this manner. 
Adaptability - Interviewer displays adaptability of thought processes as new or alternative information 
becomes available. 
Perspicacity - Interviewer has penetrating discernment to understand things quickly and make accurate 
judgements. 
Facts vs Claims - Interviewer is able to discern between established fact (correlated and verified 
information) and interviewee's claims. 
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Appendix 3: Interview Schedules 
  
INTERVIEW QUESTIONS – FIRST YEAR CONSTABLE 
1. When did you complete Level 1 training? On a 1-5 scale where 1 is poor and 5 is 
excellent how would you rate the interviewing training you have received? What do you 
base that rating on? 
2. Were there any aspects of Level 1 training that you think should receive greater 
emphasis (for example, more opportunities to practice interviews, demonstrations of best 
practice etc)? 
3. Were you confident that you could conduct an unsupervised investigative interview with 
a witness, victim or suspect after completing Level 1 training? If not, which skills do 
you think you need to develop further? 
4. How often (Regular = 4+ per month; Occasional = 2-3 per month; Irregular = 0-1 per 
month) do you employ the PEACE model of interviewing in your everyday dealings 
with witnesses, victims or suspects? If not using the PEACE Model, what type of 
interviews are you undertaking? 
5. How well, in your opinion did Level 1 training prepare you to conduct the type of 
interviews you regularly conduct with witnesses, victims or suspects? 
6. To what extent are your interviews supervised by your allocated FTO? 
7. Does your FTO provide feedback on your performance in those interviews? If yes, how 
helpful is that feedback?  
8. What do you consider to be your key strengths as an interviewer? 
9. Which interviewing-related skills do you consider require further development? Why do 
you select these skills? 
10. Are there any particular factors (such as time to plan and prepare; competing priorities 
etc) that impact on how you conduct interviews with witnesses, victims or suspects? If 
so, how do you manage the impact? 
11. As a FYC are there any interviewing-related skills that you feel you need to perform 
your job effectively that were not taught (or did not receive enough attention) in Level 1 
training? 
12. Do you think your interviewing would benefit from some follow-on training in the 
workplace once you have graduated from the Academy? 
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INTERVIEW QUESTIONS – FIELD TRAINING OFFICER 
1. When did you complete Level 1 training? Was the training useful? Which particular 
aspect did you find most useful and why? 
2. How often (Regular = 4+ per month; Occasional = 2-3 per month; Irregular = 0-1 per 
month) do you personally conduct witness, victim or suspect interviews in your current 
role? 
3. Do you use the PEACE model in your interviews? If no, why not and which model do 
you use instead? 
4. How many FYC to you supervise in your current role? 
5. Do you actively monitor their interviews? 
6. If you do monitor interviews, how often, in what manner and for what purpose? 
7. Do you provide your FYC with advice on planning or conduct of interviews? 
8. Do you provide feedback to your FYC to improve performance? If yes, what form does 
that feedback take? 
9. In your opinion, what are the particular interviewing strengths of your FYC? 
10. In your opinion, what are the particular interviewing weaknesses of your FYC? How can 
these be addressed and improved? 
11. Are there any workplace impediments that impact on the effectiveness of your FYC’s 
interviews or the quality of interview outputs? Are competing priorities or lack of 
preparation time problems? If so, how are these best addressed?   
12. Does the current Level 1 Investigative Interviewing training regime (conducted as a 
component of recruit training) meet workplace requirements? If not, in what way and 
how could this be improved? 
13. If there are training gaps/skill shortfalls, how would you recommend that this be 
addressed? 
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INTERVIEW QUESTIONS – INVESTIGATOR 
1. When did you complete Level 1 training?  
2. On a 1-5 scale where 1 is poor and 5 is excellent how would you rate the Level 1 
training you received? What do you base that rating on? 
3. Was the training useful, what particular aspect did you find the most useful and why? 
4. How often did you conduct witness, victim or suspect interviews while working in 
uniform? 
5. Did you use the PEACE model in those interviews? If no, why not? Was there a 
particular interviewing model that you used instead? 
6. Did you ever receive feedback on your performance in those interviews? If yes, how 
helpful was that feedback? If no, was this a problem? 
7. How well did Level 1 training prepare you to conduct basic witness, victim or suspect 
interviews? Which interviewing skills did it best develop? Were there particular 
interviewing skills that the training did not adequately prepare you to employ? 
8. Are there any particular interviewing skills that you have subsequently developed on the 
job? What are they and how important are they to your ability to conduct effective 
interviews? 
9. When did you complete Level 2 training? 
10. On a 1-5 scale where 1 is poor and 5 is excellent how would you rate the Level 2 
training you received? What do you base that rating on? 
11. Was the training useful, what particular aspect did you find most useful and why? 
12. How often (Regular = 4+ per month; Occasional = 2-3 per month; Irregular = 0-1 per 
month) do you conduct witness, victim or suspect interviews in your current role? Do 
you utilise the Cognitive Interview and Conversation Management techniques for 
witnesses and suspects respectively? If no, why not? Is there a particular technique that 
you use? 
13. Do you use the PEACE model in those interviews? If not, is there a particular 
interviewing model that you use? 
14. Is there any supervision of the interviews you conduct? If so, does that take the form of 
live-remote supervision or post-interview review? 
15. Do you ever receive feedback on your performance in those interviews? If so, what form 
does that feedback take? 
16. What do you consider to be your key strengths as an interviewer? 
17. Which interviewing-related skills do you consider require further development? Why do 
you select these skills? 
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18. How well did Level 2 training prepare you to conduct complex/serious witness, victim 
or suspect interviews? What aspects of the training was useful and why? 
19. Are there any particular skills associated with effective interviewing that require greater 
emphasis in training? 
20. Are there any particular factors that impact on how you conduct interviews with 
witnesses, victims or suspects? Do senior officer influences or QPS attitudes to 
investigative interviewing impact? If so, how do you manage the impact? 
21. Are there any workplace impediments that impact on the effectiveness of your 
interviews or the quality of interview outputs? Do competing priorities or time 
constraints impact? If so, how do you address these impediments?  
22. How do you believe the interviewing skills of QPS investigators could be better 
maintained and further enhanced? 
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INTERVIEW QUESTIONS – SUPERVISOR 
1. Have you completed Level 2 Investigative Interviewing training and, if so, when? Was 
the training useful? Which particular aspect did you find most useful and why? 
2. How often (Regular = 4+ per month; Occasional = 2-3 per month; Irregular = 0-1 per 
month) do you personally conduct witness, victim or suspect interviews in your current 
role? 
3. Do you use the PEACE model in your interviews? If no, why not and which model do 
you use instead? 
4. How many investigators to you supervise in your current role? 
5. Do you actively monitor their interviews? 
6. If you do monitor interviews, how often, in what manner and for what purpose? 
7. Do you provide your investigators with advice on planning or conduct of interviews? 
8. Do you provide feedback to your investigators to improve performance? If yes, what 
form does that feedback take? 
9. In your opinion, what are the particular interviewing strengths of your investigators? 
10. In your opinion, what are the particular interviewing weaknesses of your investigators? 
How can these be addressed and improved? 
11. Are there any workplace impediments that impact on the effectiveness of your 
investigator’s interviews or the quality of interview outputs? Are competing priorities or 
lack of preparation time problems? If so, how are these best addressed?   
12. Does the current QPS Investigative Interviewing training regime (Level 1 and Level 2) 
meet workplace requirements? If not, in what way and how could this be improved? 
13. If there are training gaps/skill shortfalls, how would you recommend that this be 
addressed? 
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Appendix 4: Level 1 Theory Lessons – Core Skills Comparison Table 
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Appendix 5: Level 2 Theory Lessons – Core Skills Comparison Table 
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